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ABSTRACT
Within the first five years of new teachers’ employment, between 30 and 50 percent leave
the profession (Smith &Ingersoll, 2004). High levels of teacher attrition are associated with
negative effects on student achievement (Strong, 2005). In an effort to retain teachers and
improve the quality of the teaching workforce, many states and local school districts require new
teachers to enroll in induction and mentoring programs. This study is part of a larger program
evaluation of one public school district’s new teacher induction program. The purpose of this
investigation was to determine how a novice teacher perceives the influence of a mentor in their
professional and personal development. This study focused on a group of novice teachers who
worked with a mentor in their first year of teaching at a high-needs school during the 2017-2018
school year. I utilized qualitative methods to analyze the perceptions the teachers’ perceptions of
the mentor’s role, collected through individual interviews, about how they acclimated to the
demands of the teaching profession. The results of this study can contribute to the overall
evaluation of the induction program and inform the district’s efforts to improve the mentoring
component of this program.
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CHAPTER ONE:
INTRODUCTION
Problem Statement
One of the major challenges of principals and district leaders of high-needs schools is
managing the human resources within. High needs schools typically need to fill several
instructional vacancies every year, prior to and during the school year due to teacher
resignations. There are many characteristics of high needs schools that lead to this rate of
turnover, including student behavioral issues, lack of parental support, and the challenges that
students bring with them that are associated with living in poverty. Being a successful educator
takes special skills to mitigate these challenges. Entering the classroom as a novice teacher is
difficult for any individual, regardless of setting. Furthermore, novice teachers who are hired at
high-needs schools often have had no prior teaching experience at any level (i.e. internships),
further compounding the demands of entering the teaching profession in this context. In
addition, because high-needs school challenges are experienced school-wide, the systems of
support employed at these schools are “spread thin” and, thus, are frequently inadequate in
supporting early career teachers in meeting their developmental needs.
Significance of the Problem
Teacher turnover has been an area of focus for school districts nationwide for decades
(Borman & Dowling, 2008; Coleman, 1966; Darling-Hammond, 1984; Grissmer, 1991; Marinell
& Coca, 2013). School districts bear the financial responsibility of recruiting, hiring, and training
new teachers (Alliance for Excellent Education, 2010).
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In one large, urban school district, hereafter referred to as Hill Valley Public Schools
(HVPS), student enrollment growth has further exacerbated the turnover challenge by increasing
the need for additional teachers to meet the growing enrollment and to replace educators who
leave. According to district documents and data from the National Center for Education
Statistics (Gray & Taei, 2015), student enrollment increased by almost 23,000 between 20092018, creating a need for approximately 1,200 additional teachers. In 2017-2018 the retention
rate of first-year teachers was 73%. In a district where more than 15,000 educators are
employed, replacing and training this number of teachers each year has added to the financial
difficulties in recent years (Heaton & Saunders, 2017). In fact, a portion of the district’s reserve
fund balance had been used to cover general operating costs (including teacher salaries) for
approximately the last ten fiscal years, leaving the district in 2017 with a reserve fund balance
that was inadequate to cover more than one payroll cycle for its employees. (See Appendix D).
In 2010, HVPS embarked on a mission to provide an intensive mentoring and induction
program to new teachers. At that time the district retention rate of teachers in their first five
years of teaching was 71%. According to the New Teacher Center (2018), the retention rate in
HVPS rose to 94% after just two years of the program. The model included fully-released,
highly-trained mentors (who were district-assigned and had no school-based, classroom
responsibilities) and specific induction protocols. The program exceeded the costs of previous
programs but was funded by a large grant from a private foundation. Once the grant funds were
no longer available, the program costs were unsustainable by the school district, and the district
changed the program, but did not eliminate it completely. Retention rates then dropped back to
pre-program levels.
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The drop in retention rates experienced by the district as a result of having to scale down and
simplify its mentoring program due to the loss of funding amplifies questions related to the
influence mentors can have on new teachers. Mentors, as a part of an effective induction
program, engage in systematic professional development activities with mentees to strengthen
teacher practice (Ingersoll & Smith, 2004). Beyond the instructional work of sharpening new
teachers’ content knowledge and classroom management skills, effective mentors also develop
relationships with their mentees, which reflects the more affective dimensio ns of their role
(Abell, Dillon, Hopkins, McInerny, & O'Brien, 1995).
Research Questions
1. What are novice teachers’ perceptions about their mentor’s influence on their instructional
practice a high needs school?
2. What are novice teachers’ perceptions about their relationship with their mentor in the
context of their development as an educator at a high-needs school?
3. In what ways do teachers’ perceptions about their practice and work with a mentor change
between years 1 and 2 of teaching?
Significance of the Study
New teachers in many districts are provided with an induction program tailored to their
needs, which often includes the support of a formal or informal mentor. In HVPS, novice
teachers are assigned a formal, district-based and fully-released mentor for the first two years
they teach in the district. This study is part of a larger evaluation of the district’s evaluation of
the induction program. The larger study will also include other indicators, such as the academic
achievement of students in mentees’ classrooms in high needs schools, overall student
achievement in high needs schools, principals’ perceptions of mentees’ professional
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development, and attrition rates for mentees in high needs schools. In this study, I focused on the
mentees’ perceptions of their mentor’s influence on their instructional decisions and the role of
this mentor relationship in their personal and professional development.
Definition of Key Terms
● Achievement School. One of 50 schools in HVPS identified for intensive support based
on student achievement data and state oversight levels.
● Attrition. The rate at which teachers leave their current teaching position in a given year.
● ESE – Exceptional Student Education – In HVPS, the program to serve and meet the
needs of students with an identified exceptionality, such as a learning disability.
● Fully-Released Mentor. A mentor whose only responsibilities include mentoring other
teachers. He/She is not the teacher of record for any student. This type of mentor may be
school- or district-based.
● Formal Mentor. A fully-released mentor assigned to a new teacher by the district, rather
than the school site. This mentor is likely assigned to multiple teachers at multiple school
sites.
● Fuse Class – a classroom that contains both ESE and non-ESE students and benefits from
the support of a certified ESE teacher at least a portion of the class period.
● Induction. Any program designed to support and develop new teachers in their first year.
Programs commonly include professional development, observations, strategic feedback,
enhanced support, and collaboration in the navigation of first-year challenges (Smith &
Ingersoll, 2004).
● High-Needs School. High-minority schools whose student population are largely at risk
of educational failure or otherwise in need of special assistance and support.
4

● Informal Mentor. A colleague the teacher has chosen as a resource and to whom the
teacher goes for help.
● Mentee. The novice teacher in a mentor/teacher relationship.
● Mentor. Anyone who provides systematic support to a new teacher.
● Novice. A first-year teacher, with or without a formal background in teacher preparation.
● Professional Development. Any structured activity designed to strengthen practice (in
the context of this study, teacher practice).
● Retention. The rate at which teachers continue in the profession from year to year.
● Site-Based Formal Mentor. A mentor who provides support to new teachers in addition
to having his/her own classroom duties.
● Student Achievement. Student learning as measured by standardized and/or statesanctioned assessment.
● Urban School. School site that provides education to students in metropolitan areas.
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CHAPTER TWO:
REVIEW OF LITERATURE
Research on teacher retention and attrition has been conducted for decades. While
certain patterns have developed in the research findings, much of the data points to working
conditions, the learning curve of being a new teacher, and lack of perceived support and that the
highest levels of attrition occur in the first five years of teaching, resulting in staffing challenges
and teacher shortages (Borman & Dowling, 2008; Coleman, 1966; Darling-Hammond, 1984;
Grissmer, 1991; Marinell & Coca, 2013). Ingersoll (2003), however, found that school staffing
problems are not as frequently related to the lack of qualified teacher applicants, but more often
are related to the “revolving door” (p. 2) observed when teachers leave the profession for reasons
other than retirement.
Among the research on teacher retention and attrition, one promising theme has emerged:
induction and mentoring programs may have a positive impact on teacher retention. This review
seeks to explore the different models of induction and mentoring and to synthesize the research
related to the connection between development of teacher practice through induction, mentoring,
and retention of teachers in the profession.
Coverage
The focus of this review began to take shape with my initial review of literature; I
examined how teacher retention and attrition affects districts, school, and students. As I began to
understand the reasons for teacher attrition (in both novice and experienced teachers), I gained
insight into the need for a formal process to induct new teachers into the profession. With this
6

insight I embarked on an investigation of (a) factors that influence teacher experience and job
satisfaction, (b) retention and turnover, and (c) data about teachers of all levels of experience. I
used the following keywords when searching ERIC (EBSCO), Education Source, and SAGE:
teacher attrition, mentoring, induction, new teacher, novice, teacher retention, and mentor
relationship. These search terms yielded studies from 1966-2016. I examined research that
included quantitative and qualitative data, including domestic and international studies conducted
at the K-12 level. I focused on novice teachers as the primary subjects of research on induction
and mentoring. Participants in these studies included those who had graduated from colleges of
education as well those who came to the teaching profession as a second career. I also included
in the literature review research related to different types and roles of mentors in order to provide
a more comprehensive perspective on the mentor-mentee relationships. Where possible, I sought
articles and studies that reflected an emphasis on the impact or influence of induction programs
that included mentoring as a specific component. I included research and data from peerreviewed journals, state and national reports, programmatic documents, and anecdotal
descriptions. In addition, I reference documents from one large, urban school district where the
study is set, and I am employed.
Teacher Retention and Turnover
Focus on teacher attrition grew in the 1980’s due to two issues: school enrollments were
expected to increase dramatically related to the post-WWII baby boom, and an aging workforce
was retiring (Darling-Hammond, 1984). High quality teachers were needed; filling and refilling
vacancies would lead to a workforce that was, overall, less qualified (Murnane, Singer, &
Willett, 1989). The impact of having unqualified and ineffective teachers leading classrooms of
students was described in a report by Coleman (1966), which concluded that teacher
7

characteristics explained more variance in student achievement than any other school factor.
True statistics of exactly how many teachers leave the profession each year can be difficult to
ascertain because data is not always disaggregated by reason. After the 1994-1995 school year,
the attrition rate nationally was 14.3%, but roughly 50% of respondents who left teaching
positions included educators who left their school but not the profession (Ingersoll 2001a,
2001b). The remaining half that did leave their positions included retirees.
As the study of teacher attrition has progressed, and likely as a result of the increases
nationwide in teacher turnover, a term has emerged to describe teachers who leave the profession
but do not opt to retire: “voluntary quits” (Borman & Dowling, 2008, p. 367). There are many
reasons workers leave their current professions, which can frequently be explained by applying a
human capital model. Human capital is defined as “the skills the labor force possesses and is
regarded as a resource or asset” (Goldin, 2014. p.3). Human capital is the quantification of the
economic value of a worker's skill set, which can be improved by investing in those skills. An
investment of this nature would improve the quality of employees (and therefore, their value).
The level of education, experiences, and abilities of employees have economic value for
employers and for the economy (Goldin, 2014). Considerable time is necessary for an
organization and the individual to see the value of these investments, which can be a contributing
factor in teacher attrition. Kirby and Grissmer (1991) noted that “A teacher’s decision to leave
the profession is based on a careful weighing of the costs and benefits” (p. 397). After five years,
46% of teachers left the profession (Ingersoll, 2003), likely because a teacher in the early stages
has not yet been able to gather specific knowledge or capital that is specific to teaching (and may
be non-transferable to other settings). As a teacher builds that capital through education and
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experiences, they are less likely to leave because they are of more value to the educational
system than to other industries (Kirby & Grissmer, 1991).
Within the context of the human capital theory, there are many factors that teachers
consider, which can be categorized as workplace environment or personal/family characteristics.
According to Borman and Dowling (2008), there are five concepts related to teacher attrition and
retention. These are “teacher demographic characteristics, teacher qualifications, school
organizational characteristics, school resources, and school student body characteristics” (p.
400). The meta-analysis conducted by Borman and Dowling (2008) yielded statistics related to
each. Each of the concepts is discussed below in relation to retention and attrition of teachers.
Teacher Demographic Characteristics. Women leave the profession at a higher rate
than men, and white teachers are 1.36 times more likely to leave than non-white minority
teachers. The odds of married teachers leaving were 1.4 times greater than for non- married
teachers. Having a child while employed as a teacher was associated with an attrition rate 6.69
times that of those who did not.
Teacher Qualifications. Teachers who came to the profession with a science or math
degree were approximately twice as likely to leave the profession as those with other
undergraduate degrees. In addition, those who came to the profession with a traditional teaching
certificate had much lower odds of leaving than those without it. In fact, those without a
certificate were 2.63 times more likely to leave the profession.
School Organizational Characteristics. Another factor linked to lower attrition rates is
how teachers perceive the of school administrators. Those who perceive administrators to be
supportive of them and their work have lower attrition rates, just as the attrition rate is lower for
teachers who report having the opportunity to participate in professional collaboration with
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colleagues at the school level. In addition, lower teacher attrition was also associated with
participation in a school-based mentoring program, with increased participation associated with
lower attrition rates (z=-3.33, p<.01). In addition, findings from a survey of 4,000 teachers by the
Research Alliance for New York City Schools revealed lack of support from administrators as a
key factor in teachers’ consideration of leaving their school (Marinell & Coca, 2013).
School Resources. Borman and Dowling (2008) examined research related to a number
of different types of resources available to teachers. When districts and schools allocated more
funds for instructional materials, the odds attrition were lowered, and the odds of attrition at lessfunded schools are more than five times greater than for those teachers at the better-funded
schools. Adjusting class size and teacher-student ratios did not have a statistically significant
impact on attrition. Salary, however, appears to be a strong moderator of teacher turnover.
Teachers at all levels of experience were less likely to leave the profession the more satisfied
they were with their compensation. This relates back to the human capital theory and cost-benefit
analysis mentioned previously. If a teacher considers the current benefit of a salary not enough to
outweigh the costs, they are more likely to leave the profession (Borman & Dowling, 2008).
Student Body Characteristics. Borman and Dowling’s (2008) findings related to this
moderator were strong and clear. There is a higher rate of teacher turnover in schools with a
higher percentage of students living in poverty have higher rates. In addition, those teachers who
are employed at schools where student achievement is high are less likely to leave than those
who teach at schools where students are not as successful academically. Most strikingly, and
most relevant to the focus of this paper, the odds of teacher attrition at schools with
predominantly minority students are three times greater than those for majority-White schools.
Taking this last set of findings into consideration and combining it with the fact that 45%
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of all teacher turnover occurs in the nations’ hardest-to-staff schools (Ingersoll, May 2012),
novice teachers are usually hired into the most challenging settings, where the most vacancies
exist, and receive fewer resources and less support, feedback, and help than in schools not
struggling to overcome those challenges that lead to such vacancies (Gordon & Maxey, 2000).
Ingersoll (2003) reported that after five years, 46% of teachers had left the profession altogether,
and that attrition in high-poverty schools was almost 20% annually, compared to approximately
12% in low-poverty schools.
Novice Teachers
According to Ingersoll and Merrill (2010), first-year teachers make up nearly 20% of the
teaching workforce nationwide. Even those who have completed a comprehensive program of
teacher preparation struggle with many aspects of teaching, including classroom management
issues, perceived lack of support from school leadership, working with parents, and the need for
balancing continued professional development while managing a workload they describe as
excessive (Ewing & Smith, 2003). Teachers in high-needs schools experience the same
challenges, along with others. These teachers often report working with outdated materials,
supply shortages, and structural conditions that can undermine students’ engagement (Evans &
Kim, 2013). Ellen Moir, founder of the New Teacher Center, (1995) based her work on her
theory of the five stages new and novice teachers experience in their first year of teaching (as
shown in Table 1).
Novice teachers bring with them a contradictory set of characteristics and perspectives.
The following two quotes, captured by Emery and Patterson (2002), sum up this paradox:
“The bright faces of brand new, fully credentialed teachers ought to be in the toughest
classrooms. These teachers are young, they’re strong, and they have the latest in skills
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and pedagogy. They are not burned out, aren’t about to use the same old worn lesson
plans, and still believe that calling home and involving parents is possible.” —Suzanne
Emery, an English teacher at Mira Mesa High School in San Diego (p.11)
“Asking our beginning teachers to confront unreasonable challenges promotes an
endless cycle of teachers who cannot succeed and students who cannot learn. We must
collectively commit to find workable answers because the price, for all of us, is too high.”
—Wendy Patterson, a full-time mentor in the Peer Assistance and Review program in the
Mt. Diablo Unified School District, located in the San Francisco Bay Area (p.11).
Table 1
Theory of Five Stages Novice Teachers Experience During the First Year of Teaching
Stage

Description

Anticipation

Excitement; putting past learning into practice creates driving
energy.

Survival

Reality; all teacher must know and be able to do becomes
apparent. New teachers learn to prioritize in order to progress
from day-to-day.

Disillusionment

Rejuvenation

Reflection

Not being able to meet own expectations and those
others have of them leaves teachers questioning
their decision to teach.
New Teachers return from mid-year break with
renewed energy, focus.
Near end of year, new teachers reflect on success/failures,
Begin planning what to do differently next year.
Brings them back to “Anticipation.”
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Feng (2010) also used these quotes as a basis for his research in Florida related to where
new teachers are being assigned. He found that teachers with fewer than two years of experience
were, as a group, assigned to teach students with lower achievement levels, higher levels of
poverty, and a higher number of disciplinary incidents than their more experienced counterparts.
He sought to determine the impact of these assignments on the mobility of teachers. The
evidence he collected indicated that disciplinary problems might affect the stability of the teacher
labor force. This, in turn, impacts student achievement, which creates a cycle for the new
teachers assigned to these students in the future (Figlio, 2007).
Feng found that Florida teachers with struggling students and those who demonstrated
more difficult behaviors in their classrooms were less likely to remain in their schools. New
teachers assigned to teach students with these characteristics often lack skills to mitigate these
factors effectively. The mobility of these teachers creates new vacancies in these same schools,
which perpetuates the cycle. Feng (2010) maintains that school leaders could “potentially
increase teacher retention by assigning new teachers less-challenging classes that contained
fewer students with disciplinary problems and shifting more of these students to the more
experienced teachers” (p. 313). Given the demographics of some of the most high-needs schools,
this may not always be possible. For these reasons, providing additional support for new teachers
in the form of an induction program that includes mentoring is important (Borman & Dowling,
2008).
Mentoring and Induction
The difference between mentoring and induction is often a blurry one. Many times, the
two terms are used interchangeably, but the concepts are very different. One way to define a
mentor is an “educational companion” (Pickett & Fraser, 2002, p. 8). An educational companion
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works with a novice teacher to assimilate to the school setting and to provide assistance with
addressing immediate classroom situations. An educational companion also helps novice
teachers “uncover student thinking and develop sound reasons for their actions in the classroom”
(Fraser, 2002, p.5). One of the most important roles a mentor can play is guiding a novice
teacher to apply their pre- service education to specific situations within their own classroom.
According to Hobson, Ashby, Malderex, and Tomlinson (2009), a mentoring program is defined
as “The one-to-one support of a novice or less experienced practitioner (mentee) by a more
experienced practitioner (mentor), designed primarily to assist the development of the mentee's
expertise and to facilitate their induction into the culture of the profession (in this case, teaching)
and into the specific local context (here, the school or college)” (p. 207). Mentors serve as guides
and advisers and provide support (emotional, psychological, and professional). They may also be
a key component in the induction “work” of a new teacher.
An induction program serves as an initiation into teaching, and specifically, into the
context to which the teacher is assigned. Mentoring is frequently an important component in
teacher induction programs, though the form that mentoring takes may range from a single
orientation meeting at the beginning of a school year to a systematic series of activities
conducted over multiple year (Smith & Ingersoll, 2004). Regardless of the other structures in an
induction program, “Mentoring during induction is a complex and developmental process which
mentors use to support and guide their protégé through the necessary early career transitions
which are part of learning how to be an effective, reflective educator and career-long learner”
(Solis, 2004, p. 2).
Induction Programs. Several researchers have studied the components of an “effective”
induction program. The findings frequently highlight themes of time, formal mentoring,
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feedback, and collaboration. According to the research by Ingersoll and Smith (2004), Smith and
Ingersoll (2004), and Serpell and Bozeman (2000), there are five induction components
necessary for effectiveness: (1) carefully selected and trained full-time mentors; (2) structured,
regular support from the mentor, which includes an intensive curriculum of professional learning
opportunities; (3) an instructional focus (where new teachers have the opportunity to observe
their experienced peers); (4) a regular cycle conducted by their mentor that includes observation
and assessment of practice followed by constructive feedback; and (5) a connection with district
and school-administrators to garner systematic support for the program.
Villar and Strong (2007) identified similar structures that led to lower attrition rates and
higher teacher effectiveness. According to their report, induction programs should include
carefully selected, fully-released mentors who meet regularly with teachers to provide ongoing
support in planning, classroom management, lesson implementation, and professional behaviors.
Mentors should also provide formative assessments and feedback for the teachers they work with
and engage in ongoing communication and collaboration with school leaders.
In summary, induction and mentorship programs must be multifaceted to meet new
teachers’ personal and professional needs; mentors play a primary role in both (Bickmore &
Bickmore, 2010). However, simply having a mentor assigned to a new teacher is not sufficient to
affect positive outcomes for students or the novice teacher. As stated above, mentors must be
carefully selected and trained. Moreover, to be especially effective, mentors must demonstrate
knowledge of how to mentor (Evertson & Smithey, 2009).
Mentoring Practices, Structures and Impact. When a mentoring relationship is
planned to occur over a period of time, there is opportunity for variation in the level and intensity
of support provided to a teacher. The most common form of mentoring within an induction
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program is formal, where the mentor is assigned to a new teacher by the school, district, or state
(Smith & Ingersoll, 2004). Informal mentors play an important role in the support of a new
teachers, but the new teachers themselves choose to whom they will go for help (Pollock, 1995).
Notably, researchers have found that formal mentors outperform informal mentors (Desimone,
Hochberg, Porter, Polikoff, Schwartz, & Johnson, 2014). Desimone et al., in discussing how
formal mentor outperformed informal mentors, explained that “formal mentors were much more
likely to observe novice teachers and provide them with feedback. Novice teachers greatly
valued this activity. Furthermore, formal mentors were more likely to help novice teachers
improve their responsiveness to performance standards and to initiate interactions” (2014, p.
100).
Even within the construct of formal mentoring, districts structure their programs
differently (Desimone, Hochberg, Porter, Polikoff, Schwartz, & Johnson, 2014). These
differences are borne out of which entity has assigned the mentor to the new teacher, and
whether the mentors are school-based or district-based (fully-released from classroom teaching
responsibilities). Desimone, et al. (2014) concluded that in-school mentors (both formal and
informal) were more likely to be instructive rather than facilitative or collaborative in their
support of new teachers. Likewise, Fletcher and Strong found that (2009), “...classes taught by
teachers who had the services of a full-release mentor over two years showed higher gains than
classes of teachers without mentors” (p.332).
Budget constraints are the biggest consideration for school districts when determining the
size and scope of their induction programs. Estimates of induction programs including a formal,
fully-released mentoring component range from $1,660 to $6,605 per teacher, per year (Villar &
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Strong, 2007). Even if a district only provided such support to teachers in their first year,
providing such a program to 20% of their workforce can become cost-prohibitive.
In contrast to costs associated with induction and mentorship programs, districts must
also consider the costs of attrition and how to meet the responsibility of being fiscally
responsible with taxpayer funds. According to a report published by the Alliance for Excellent
Education (2010), the Department of Labor estimated that attrition costs an employer 30% of the
departing employee's salary. Using this projection and an estimate of an average teacher salary of
$41,820, the Alliance for Excellent Education calculated that each case of teacher attrition costs
a school system $12,546. With 173,439 non-retirees leaving the profession in the United States
during 1999-2000, the total cost of replacing public school teachers who dropped out of the
profession was nearly $2.2 billion. The argument for utilizing resources on the front-end is
bolstered by this statistic of $2.2 billion, especially if one adjusts the figure for inflation.
In a report from Villar and Strong (2007), a cost- benefit analysis was conducted to
measure a rate of return on providing a comprehensive mentoring program to beginning teachers.
Villar and Strong found that the benefit of increased teacher effectiveness and retention was only
seen in the first three years of a teacher’s career, and the benefit was highest in year one. Second,
districts with a higher rate of attrition benefit more on a per teacher basis than districts with
lower attrition costs. Finally, because the subjects of the study benefited from induction
structures Villar and Strong (2007) identified as being effective, the researchers concluded that
these structures were essential for districts to see such monetary benefits from a mentoring
program. Even according to teachers, the support of a mentor has a positive effect on teacher
retention. According to Behrstock-Sherratt, et. al. (April 2014), 55% of new teachers listed
“access to a mentor” as having the largest impact on developing their effectiveness as a teacher.
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Furthermore, Gray and Taie (2015) published a longitudinal study that examined the survey data
from 1,900 teachers over the course of five years. The researchers found that “In each follow-up
year, the percentage of beginning teachers who were currently teaching was larger among those
who were assigned a first-year mentor than among those not assigned a first-year mentor” (p. 9).
Content of Mentoring Programs. Working to improve pedagogy and incorporate best
practices into instruction make up the content of the work between new teachers and formal
mentors (Villar and Strong, 2007). However, after seeing that the positive effects of mentoring
and induction found among general populations of new teachers did not generalize to at the same
levels in higher needs schools, Hammerness and Matsko (2012) conducted a case study in the
Chicago Public School system that reported on a program that treated context as the content,
specific knowledge, skills, dispositions, and practices that teachers learn. Their position was that
in high-needs schools, it is as important for teachers to know and understand the different
contexts that impact their students’ learning as it is to know the content they were charged to
teach. The researchers highlighted features within and outside the environment of the Chicago
Public Schools that impact students daily. These features included educational policies, local
geographic components, district contexts, classroom features, and students’ families. Their
position is that knowing and understanding varied contexts and being able to make decisions
utilizing this knowledge positively affects students’ outcomes. Mentors play a critical in this
context-specific work, and without their understanding of these contexts, mentors could not
effectively guide their mentees.
Another dimension that has been studied is the extent to which a mentor should have
expertise in the same content area as the teachers being mentored. Achinstein and Davis (2009)
found that mentors who have such knowledge can support novices in, for example, explicitly
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teaching the academic language of their discipline. Smith and Ingersoll (2004) concluded that
providing beginning teachers with a mentor from the same content area along with other strong
induction activities decreased the likelihood that a teacher would leave teaching after year one.
Several states make an effort to match mentors with novice teachers in the same or a similar
content area guided by the belief that a strong knowledge of the content, the content-specific
pedagogy, and the content-specific vocabulary is essential for a mentor to support novice
teachers in effectively developing skills. Likewise, Darling-Hammond (2003) studied formal,
full-release mentorship programs that pair content mentors and mentees in Ohio and New York,
which have reduced attrition rates to nearly 5%. Teachers in higher- level science and math
courses were found to benefit even more than other subject area novice teachers by having a
mentor with a strong knowledge of the content areas of their mentee. According to BradleyLevine, Lee, and Mosier, (2016), “It is particularly important for science and math mentors to
have strong pedagogical content knowledge and teaching dispositions that align with reform
documents such as the Common Core State Standards for Mathematics (NGA and CCSSO,
2012) and the Next Generation Science Standards (NGSS Lead States, 2013). For example, a
mathematics mentor should view mathematics as a “system of inquiry about patterns, as opposed
to a collection of procedures” and is “open to new ways of thinking about doing mathematics and
thus new ways of approaching the teaching of mathematics.” (p.72)
Efficacy of Induction Programs. In 2014, Helms-Lorenz, van de Grift and Maulana
published a longitudinal study to address the question of whether induction programs impacted
two main factors: teacher retention and teaching skills. While their study was conducted in the
Netherlands, the issues facing that country related to teacher attrition mirror those in the United
States. Their control group received general support typically provided to first-year teachers (i.e.
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limiting their class sizes, introducing them to school policy, providing them with professional
development opportunities, and offering them classroom coaching) for one year, and their
experimental group was provided with an intensive 3-year induction program including the
supports provided to the control group and with a focus on four domains: school enculturation,
support in the classroom, support outside the classroom, and workload reduction, along with
mentoring and oversight from university supervisors. The researchers found that, following three
years of the intervention, there were no statistically significant difference in retention rates
between the two groups of first-year teachers. However, the researchers did note that the number
of certified teachers in the control group was significantly higher than the number of teachers in
the experimental group; once the data were corrected for this variance, the authors found that
“13.75% of the beginning teachers in the control group and 11.63% of the beginning teachers in
the experimental group had left the profession” (p.186). When examining the factors related to
teaching skills, Helms-Lorenz, van de Grift and Maulana noted “the strongest effect was shown
for teachers being observed and coached: coaching and observing is (sic.) the most powerful
induction ingredient (sic.) measured in this experiment” (p. 192) and are key components in
mentoring. Teachers involved in an induction program with mentoring were found to have
stronger teaching skills (almost a full standard deviation over the control group).
In contrast, Sean Kearney (2016) conducted a qualitative study to examine what happens
to new teachers who do not receive adequate induction early in their careers. His research focus
was on teachers in private schools in Australia (which are responsible for their own induction)
and did not seek to answer questions related to retention or teaching skills. Rather, his results
reflected more of an affective impact that the lack of proper induction induces. New teachers
interviewed for his study reported a complete lack of support. Information related to the school
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was largely left for the new teachers to learn on their own, and teachers’ requirements for the
induction program were not clearly communicated.

Teachers in Kearney’s study used words

like “haphazard”, “terrible”, “disjointed”, “ridiculous”, “poor” and “poorly managed” (p.5) to
describe their induction experience, along with feelings of incompetence and disheartened
towards the profession. Kearney noted two important patterns in the results. First, a
misunderstanding of what effective “induction” entails, and second, how mentors are used (or
not used) in the process. The role of mentor and the ways in which mentor/mentee relationships
are formed and maintained are arguably the most significant role in any induction program
(Kearney, 2016). The lack of clear conceptualization of what effective induction and mentoring
are and should look like have a negative impact on the early years in a new teacher’s career.
The Affective Impact and Mentor/Mentee Relationships. Mentors of new teachers
have many roles and, depending on the situation, there are times when the support they provide
has little to do with the implementation of curriculum. Achinstein and Athanases (2010) state
that mentors have two roles that fall into the affective domain. When they function in a socialemotional role, mentors help novices deal with a stressful transition period from pre-service
learning about the profession to assuming the role of classroom teacher. Secondly, when taking
on a caretaker role, “mentors provide emotional adjustment and self-image support, and engage
in advice giving, story swapping, and counseling” (Achinstein & Athanases, 2010 p.106). In
2009 Hobson, Ashby, Malderez, and Tomlinson published a study of 77 teachers who
participated in a comprehensive induction program implemented in several school districts. The
districts were across a wide region and included urban, suburban and rural school settings. The
researchers found that the support new teachers received--related to acceptance, confidence,
being listened to, and trusted--helped to build the confidence of those new teachers. These
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interactions enabled the new teachers to deal more positively and successfully with difficult
experiences, which, in turn, led to stronger morale and satisfaction with their career. When
surveyed about their mentors, teachers overwhelming reflected positive feelings (86%) and
frequently used words like “encouraging, a shoulder to cry on, a person to vent to, a support
system, my counselor, etc.” (Bumgarner, Carillo, Gilles, Stegal, & Wang, 2009, p.81).
Similarly, Anctil (1991) studied the relationships between beginning teachers and their mentors
and found that discussions between them focused on teaching but not necessarily on instructional
issues. She found that mentors spent "an inordinate amount of time providing moral support and
emotional support" (Anctil, 1991, p. 13). Abell, Dillon, Hopkins, McInerny, and O'Brien (1995)
studied the relationships between beginning teachers and their mentors. They examined how
teachers and their mentors view their roles and their interactions. Abell et al. (1995) identified
four primary roles for mentors as shown in Table 2.
Table 2
Primary Roles of Interaction Taken on by Mentors with Mentees
Role

Description

Mentor as a Parent Figure

Be there for the intern to talk, offer advice, answer questions,
and help solve problems.

Mentor as Support System
and Troubleshooter

Supporting and helping the teacher on a day-to-day basis and
during moments of crisis.

Mentor as Colleague

Fellow learner

Mentor as Scaffolder

Share knowledge with beginning teachers, show them how to
teach a lesson and outline potential problems.
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Most importantly, Abell et al., (1995), concluded that mentors cannot function in any of the
above roles without trust and respect; “Trust and respect formed the tie that bound the teacher to
the mentor and allowed the most productive mentor/intern relationships” (p.186).
Induction Programs Nationally. State policies related to how new teachers must be
supported influence the type of induction programs implemented by individual school districts.
Because districts must fund what is mandated, and policies without such mandates often are not
prioritized because of limited resources. In addition, the language in the statutes is often
ambiguous and subjective. This leads to a great variation in the depth and breadth of induction
programs for new teachers from state to state. Over the past two decades, the incidence of
induction programs has increased steadily, and according to Ingersoll and Strong (2011) “The
number of new teachers who reported participating in some form of induction grew from
approximately 41 percent in 1990 to almost 80 percent in 2008” (p.2). However, in 2016, only 29
states required support for new teachers, and only 15 of those states required that the support
span the first two years of a teacher’s career (Goldrick, 2016). This number of states requiring
such support is undoubtedly related to the fact that only 16 states dedicate funding for teacher
induction. With regard to professional certification, only twenty-four states require new teachers
to complete an induction program. Of the states with policies for induction programs, there is
little oversight of what districts provide. In fact, only one state, Oregon, has set aside funding for
evaluation of all facets of their induction program (Goldrick, 2016).
Induction Programs in Florida. According to the State Policy Review conducted in
2016 by the New Teacher Center, the state of Florida does not have a policy requiring that new
teachers receive induction support unless they are participating in an alternative certification
program (Florida Statutes 1012.56). Support for other new teachers (i.e. those with experience
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from other states) is designed and implemented by individual school districts. State law does
require that local school boards “adopt policies relating to mentors and support for first- time
teachers” (Florida Statutes 1012.05, 2012). The implication that districts should provide such
programs is there, but the state refrains from addressing and requiring any specific induction
program components, nor does it provide funding.
The Gap in Access to Induction and Mentoring. Even though the incidence of
induction programs has increased nationwide over the last twenty years, there exists a gap
regarding the level of support needed at schools with the highest concentrations of low-income
and minority students. Teachers in schools serving these populations as majorities report a
significantly lower rate of participation in induction and mentoring activities than their
counterparts in more affluent schools (Wei et al., 2010). Taking into consideration the level of
attrition at high-needs schools related to the added challenges faced by teachers in this setting,
choosing not to provide the needed supports in the form of mentoring and induction likely
exacerbates the challenges inherent in student learning, behavior, and teacher retention and
attrition.
Summary
The causes and effects of teacher attrition have been examined for decades. Teachers at
all experience levels report difficult working conditions, especially in high-needs schools.
Novice teachers report the same frustrations in addition to the challenges traditionally
experienced by those new to the classroom. Most systems provide induction support to these
novice teachers, and in many cases those programs include a mentoring component.
There are different types of mentors a teacher can access (including fully-released,
content-specific, site-based, etc.). Mentors can provide a variety of different types of supports in
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a teacher’s induction, including providing emotional support, modeling of best practices and
professional learning opportunities, and providing feedback. Induction programs and the role that
mentors play in them vary widely across the nation due to differences in state and local policies
and funding. The level of teacher participation in an induction program has increased over the
last two decades, though there are still gaps in the level and types of support provided at high
needs schools.
Many studies have been conducted to determine the effect of such mentoring on teacher
retention, efficacy and student achievement with outcomes that vary depending on the studies
conducted. This may be a result of the nature of our educational system and the difficulty in
isolating the effect of any one intervention due to the number of variables that influence such
efforts. While criteria exist for what components are included in an effective induction program,
no research was found that identifies--from a teacher’s perspective--which components of the
induction program (mentors, professional development, collaboration, and communication) were
of the greatest influence on the teacher’s retention in the field and/or at a high-needs school.
Thus, there is a need to explore new teacher’s perspectives on the mentee/mentor relationship as
well as other components of their induction experiences in order to further improve new teacher
preparation programs.
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CHAPTER THREE:
METHODS
Introduction
Effective teacher induction programs often have at their core a mentor who has been
assigned to support the beginning teacher during their first year of teaching. New teachers
describe different types of interactions with their mentors including collaborative work that
builds their teaching practice as well as social-emotional supports for the emotional aspects of
adjusting to the demands of the first year of teaching in a high-need school.
Study Design
I utilized a qualitative approach to design the study, collect and analyze data, and
interpret the analysis. To guide this study, I began with the following:
Research Questions
1. What are novice teachers’ perceptions about their mentor’s influence on their
instructional practice in a high needs school?
2. What are novice teachers’ perceptions about the relationship with their mentor in the
context of their development as an educator at a high-needs school?
3. In what ways do teachers’ perceptions about their practice and work with a mentor
change between years 1 and 2 of teaching?
This qualitative study was part of a larger program evaluation of the induction program of
the HVPS. While the comprehensive evaluation will include the analysis of other indicators
such as student achievement and teacher attrition in high-needs schools, this study was designed
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to examine the perceptions of new teachers related to their instructional development work
alongside mentors and relationship established with a district-assigned instructional mentor.
Ultimately, through this examination of teachers’ perceptions about the mentors’ instructional
and affective roles, I described the meaning mentees ascribe to the mentor-mentee relationships
and the perceived role the new teacher describes the mentor has contributed to their development
and overall experience as a novice teacher. Before describing how the study was conducted,
more information about several aspects of the study’s context is provided below.
Contextual Overview
A group of 50 high-needs schools in HVPS are identified as Achievement Schools and
are labeled as such based on their high levels of poverty, and state-level monitoring status due to
low student achievement. Detailed information about the district, including its size, demographic
make-up, teacher attrition rate, and comparative data for Achievement Schools in the district
(where available) is included to provide perspective about the context of the district (Tables 3
and 4). A description of each of the induction programs introduced in the district is described to
detail the support and professional development provided to novice teachers of HVPS over the
course of the last 20 years is provided in Appendix C. Each description is also briefly mentioned
and chronicled in a table within the appendix illustrating the extent to which each of the
components of an effective induction program was implemented. These components are (1)
carefully selected and trained mentors; (2) structured, regular support from the mentor; (3) an
instructional focus (where new teachers have the opportunity to observe and collaborate with
their experienced peers); (4) a regular cycle of observation and constructive feedback; and (5) a
connection with district and school-administrators (Ingersoll & Smith 2004; Serpell & Bozeman,
2000; Smith & Ingersoll 2004). The scope and history of this large district will provide context
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and support for the importance of this study. Following the contextual overview in this section,
the 2018-2019 plan for support involving specialized support to Achievement Schools is
provided.
Table 3
HVPS District and Achievement School Enrollment 2017-2018
District Enrollment
Demographics

Achievement School Enrollment

N

%

n

%

217,072

100

32,825

15.1

Asian/Asian American

8,683

4

233

.7

Black/African
American

45,802

21.1

13,477

41

Caucasian/White

72,719

33.5

4,310

13.1

Hispanic/Latino

79,448

36.6

13,189

40.1

Multiracial

9,551

4.4

1,010

3.1

Other

8,683

.04

606

.18

Male

111,358

51.3

16,697

51.2

Female

105,714

48.7

16,028

48.8

Students with Disabilities

30,824

14.2

5,324

16.2

English language learners

25,397

11.7

6,942

21.1

Free and Reduced Lunch

130,460

60.1

29,748

90.6

Total Enrollment
Race

Gender

Table 4
District Teacher Attrition Rate
Year
2017-2018

Type
All Schools

%

26.7
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Induction and mentoring in HVPS. At the end of the 2017-2018 school year, the
school district of Hill Valley embarked on an initiative to “turn around” fifty of its lowest
performing schools by focusing on reversing the many inequities that exist in district schools.
These sites were called the Achievement Schools and plans were made to support these schools
at unprecedented levels, including the professional development of teachers. As the assigned
supervisor of the Instructional Mentor cadre tasked with supporting teachers in these schools, I
was part of the creation of a structure designed to build on the induction work with newly hired
teachers included in these plans. Using the components of an effective induction program as the
foundation, the district sought to expand the support to other teachers and utilize the systems of
support more effectively at each school site. The planned program consisted of the following
components, summarized in Table 5.
Table 5.
HVPS Induction Program Plan for 2018-2019
Description

Component

Mentoring

Mentors supporting Achievement schools will be carefully
selected from the existing cadre of mentors based on their past
teaching and mentoring experience. Many are district trainers on
topics of poverty, social- emotional learning strategies, culturally
-responsive teaching, diversity, and equity. These mentors are
fully- released and have no classroom teaching responsibilities.
Teachers who would benefit from working with a mentor for any
reason will now have the opportunity for formal work with the
mentor assigned to that site.

Time

Mentors will have caseloads of between 10-12 novice teachers. A
caseload of this size is a decrease of about 50% from prior years.
Such a small caseload will allow them to meet more consistently
and work more intently with these teachers. The program does
not dictate specific time allotments, as the teachers’ needs and the
other systems of support available at each school site will
determine the type of work most appropriate to strengthen
teacher practice.
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Table 5, Cont’d.

Ongoing Professional
Development

Mentors will provide on-going, job- embedded professional
learning for all novice teachers. The professional development
activities determined for each teacher supported by a mentor
(novice or not) will be determined by individual teacher need and
the instructional priorities of each site.

Collaboration

Collaboration will be a key component and will take place on
multiple levels. The Instructional Mentor, while fully-released
and district-assigned, will integrate themselves into the other
resources and systems of support at school sites. Through this
integration, a framework of intensive support will be available to
all teachers in need. Professional Learning Communities will be
created to serve many purposes, including the opportunity for
new teachers to learn from and support one another.

Communication and
Support from School
Leadership

A comprehensive explanation of this plan will be communicated
clearly to school leadership in an effort to both facilitate this
integration and garner the support of the administrators. Creating
a culture that is supportive of such a program is one of the most
important roles administration can play in the success of that
program (Ingersoll and Smith, 2004). Mentors will conduct
meetings at each site with the school’s system of support to
establish a way of work that will facilitate the new and expanded
roles the instructional mentors will play in these high-needs
schools.

Unfortunately, the district was unable to bring this plan to fruition. Unexpected vacancy
levels at the schools identified as Achievement Schools led to several stopgap attempts to
provide a certified teacher to the students in these affected classrooms. Over the course of the
2018-2019 school year, Instructional Mentors were pulled from their assigned caseloads of
novice teachers to provide classroom instruction, leaving novice teachers without the support
promised by the plan. These changes to the work of Instructional Mentors also caused many to
leave the cadre, and the number of mentors available to support teachers in the Achievement
Schools decreased from 54 to 39 in five months.
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Researcher Bias. I am the supervisor of the Instructional Mentor cadre of HVPS and has
been in this role since June 2016. After working with mentors and the induction program for
HVPS for this time, the success of these endeavors are my personal and professional goals. It is
my belief of that mentors play a considerable role in the development of novice teachers and are
crucial to their success. Because of this role and my beliefs, my personal biases could possibly
influence the lens through which I collected, analyzed, and interpreted the data obtained through
the interview process. As a result, it was essential to address and reduce the impact of two
possible barriers: confirmation bias and researcher positionality. I did not want to interpret the
findings as confirmation of what I already believed or wanted to believe. My position of
supervisor in the district could have the potential effect of causing participants anxiety related to
their responses and how those responses would be interpreted or utilized by me. As the study
procedures are described in this chapter, steps taken to minimize effect of each will be detailed
within that section.
Prospective Participant Pool
Identification. As the supervisor of the Instructional Mentor Program, I created,
monitored and maintained the database of mentors assigned to novice teachers in HVPS.
Utilizing this database, the initial list of 1,336 teachers was narrowed to reflect the assignment of
year-one teachers at Achievement Schools who graduated with a degree in Education and whose
first full year of teaching was during the 2017-2018 school year. This narrowed the list to 95
teachers, and from there, the current employment status was determined in order to identify
which teachers had remained in the district, which had resigned, and to which school they were
currently assigned. That search identified 74 teachers from in 22 district schools. In an effort to
mitigate researcher positionality effects, the sample was narrowed yet again, this time to include
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only the 49 who were supported by mentors no longer evaluated by me. Of these 49 teachers, 41
had remained at their original school, two transferred to a school with similar characteristics and
state status, and six transferred to a different type of school. Demographic characteristics of
prospective participants and the schools to which they were assigned in 2017-2018 can be found
in Tables 6-9.
Table 6
Demographics of Prospective Participants from the 2017-2018 HVPS Induction Program
School Level
K-5

32

K-8

2

Middle

6

High School

9

Male

10

Female

39

White, Non-Hispanic

32

Black, Non-Hispanic

7

Hispanic

9

Gender

Race

Pacific Islander/American
Indian

1

Table 7
Percent of Students Receiving Free/Reduced Lunch (FRL)at Prospective Study Participants’
Sites in 2017-2018
Percent of Students
N
Receiving FRL
98%+
5
95%-97%

6

90%-94%
73-89%

5
6
32

Table 8
Original School Site Levels Represented by Prospective Study Participants in 2017-2018
School Level
N
K-5
Middle

15
3

High

3

K-8

1

Table 9
Study Identification and Information Original School Site Represented by Prospective Study
Participants in 2017-2018
2017-2018
Study School Name
FRL %
State School Grade
HS3
73
C
HS2

76

C

HS1

85

C

ES1

86

D

MS3

88

D

ES3

89

D

ES5

91

D

ES2

93

C

ES4

93

D

MS1

93

C

ES7

94

C

ES10

95

D

ES6

95

F

ES9

95

D

MS2

95

D

ES11

96

D

ES8

96

D

ES15

98

F
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Inclusion criteria. Participants met each of the following criteria in order to be included
in the study. These teachers
1. Were employed in Hill Valley Public School District.
2. Were graduates of colleges of education.
3. Were in their second year of teaching.
4. Spent their first year of teaching (2017-2018) at an Achievement School, which
was monitored by the state for low student achievement.
5. Were supported by a fully-released formal Instructional Mentor for at least one
full school year (2017-2018), and may be assigned to work with a mentor for their
second year.
6. Teach in this district for the 2018-2019 school year
7. In 2017-2018 were assigned a mentor who was no longer evaluated by the
researcher.
8. Was categorized into one of three groups:
i.

Remained at either the same Achievement School site

ii.

Transferred to another school with similar demographics

iii.

Transferred to a school with different demographics

Recruitment. Using the data generated through the search of existing teachers school
year 2017-2018 induction program cohort as described in the preceding section, I contacted the
identified 49 teachers via district email server to extend an invitation to participate in a one-onone interview to capture each teacher’s experience as a new teacher at her first and second-year
assigned school site. The email contained the recruitment flyer (Appendix E) and a copy of the
Informed Consent Form (Appendix F). I sent the first recruitment email on May 22, 2019,
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following state and district assessments and prior to the end of the school year. I sent potential
participants one additional email invitation and asked recipients to respond by June 15, 2019.
Individuals who volunteered to participate in an interview were redirected from the email to a
contact collection form (Appendix G). Within 24 hours I contacted volunteers to schedule an
interview based on the date, time, and location preferences they indicated in their contact form. I
recruited teachers for a period of three weeks. A total of eight individuals responded, and all
who did so met the recruitment criteria, volunteered to participate, and met with me for
interviews. Participants are described below.
Study Participants. There were eight teachers interviewed, which reflects a response
rate of 16.3%. Participants ranged from 24 to 54 years old, with a mean age of 34. Eighty eight
percent of the participants were women. Of the eight teachers interviewed, three identified as
going into the teaching profession as a second career. Participant information is summarized in
Table 10.
Table 10
Study Participant Information
Participant
Age
Pseudonym
Greta
40

School Type

Group*

Background

Middle School

R

Second Career

Cathy

24

Elementary School

R

Recent College Graduate

Bailey

28

High School

R

Recent College Graduate

Anna

28

Elementary School

S

Recent College Graduate

Darlene

28

Elementary School

R

Recent College Graduate

Harry

24

High School

R

Recent College Graduate

Emily

47

Elementary School

T

Second Career

Fran
54
Elementary School
R
Second Career
Note*: R= Remained at same school site; S= Transferred to similar school site; T= Transferred to a
non-high needs school because of unit loss (not by choice)
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Data Collection
Interviewer. I conducted all interviews as Principal Investigator of this study. Before
engaging in formal interviews for this study, I conducted a “practice” interview with a volunteer
teacher who was not a study participant but who had recently completed work with an assigned
instructional mentor. This practice interview experience informed my research practice in many
ways. Interview questions were subsequently revised for clarity to assure participants that there
were no right or wrong answers. It also became very evident that an interview setting can
provide a level of anxiety to participants related to the position I hold in the district. To further
address the effect of this Researcher Positionality, I maintained a reflexive journal, in which I
detailed the dynamics of the interview along with perceptions of how my position may have
affected participants’ responses. Quotes from participants were included in the reflexive journal
for consideration and to enhance my reflection. This journal assisted me in an on-going process
of refining interview questions and follow-up questions, where necessary. Excerpts from this
journal are in Appendix H.
Interviews. Participants from each of the three categories above (remained at the same site,
transferred to another high needs school, or transferred to a school with different demographics)
were invited to participate in an interview and were provided the choice of location and time
frame for the interview and given an alpha-numeric ID based on the group and school site they
represented from the original sample. Each interview began with a summary of the informed
consent document, and a statement read at the beginning of the protocol reminding participants
their responses and site locations will be recorded with pseudonyms to guarantee anonymity and
will in no way impact the evaluation of any mentor in the district. These interviews were semistructured. Pre-determined questions were scripted (see Appendix I), as I had the flexibility to
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make amendments to the interview questions based on participant responses. Participants were
not provided a list of the questions during the interview process with the goal of the interview
proceeding as naturally as possible, but scripted questions were printed on cards to place before
the interviewee once the question was asked. I asked follow- up questions when more elaboration
was needed to clarify or enhance the participant’s initial response. At times, the order of
questions changed, or I eliminated a question based on the responses of participant. Examples of
follow-up questions are included in the protocol (Appendix I).
Data Analysis
All interviews were professionally transcribed through www.rev.com, with a 99% accuracy
rate. Once received, I reviewed all transcripts carefully for any identifying data. I redacted any
such identifying information from the original file. I sent the redacted file to the respective
interviewee by email for member checking with the request that he/she review for accuracy and
send corrections back to me within three days. One participant, Fran, submitted corrections and it
was the corrected transcript that was used during the analysis phase of this study.
Coding. I used the first transcript to create the original codebook for subsequent analysis of
interview transcripts. Using a grounded theory method, I began by open coding the text to create
initial labels for data that summarized the participant responses. I also focused on emic codes
because emic coding is based on “the language and categories used by the people in the culture
studied” and reflects the unique vernacular of a group (Patton, 2015, p. 337). Working in the
field of education for 30 years facilitated my identification of the emic codes in participant
interviews.
As described previously, I recorded my thinking at the end of each interview by writing
brief, reflexive journal entries (memos) to capture reflections, summarize ideas, and to facilitate
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the organization of ideas related to connections or disparities in the data. In addition to
addressing researcher bias, this journal provided an audit trail to document interpretations,
conceptual understanding of the data itself, additional themes and codes to consider, and
validation of the data (Miles, Huberman, & Saldana, 2014). Keeping such memos also provided
me an indication that saturation had been reached. Once no additional themes emerged and I
determined that each research question was addressed by the data collected, I concluded the
interview process. Using the original codebook, I coded each of the transcripts using the
MaxQDA application.
Codebook revisions. I conducted the second level of analysis between all interviews
rather than analyzing across participant groups (those who remained at the same school, those
who transferred to a school with similar demographics and state status, and those who transferred
to a school with different demographics) as a result of only having one participant from each of
the latter two groups. I re-read the text to confirm that the identified concepts and categories
accurately represented interview responses and to explore how the concepts and categories
related. In addition to the journal notes I created at the end of each interview, this comparison
allowed for an expansion and refinement of code words until all relevant themes related to
mentor-mentee work and relationships were identified and explored throughout the interviews. I
updated the codebook based on this analysis, which can be found in Appendix J. I decided to err
on the side of splitting, which relates to the level of detail into which text is coded, with the
understanding that codes could be more easily aggregated than disaggregated later in the analysis
(Guest, MacQueen, & Namey, 2012, p. 74). Then I coded the transcripts a second time using the
updated codebook.
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Inter-coder reliability. As an additional measure to establish trustworthiness, I enlisted a
second coder. I taught the second coder the use of the codebook by coding the first interview
together. I sent the remaining transcripts via email to the second coder to complete
independently. Once the second coder finished coding, she returned the files for comparison to
the original set. Overall inter-coder agreement was 78.04% with a mean Kappa value of .78,
which is considered strong reliability (McHugh, 2015). Details are outlined in Table 11.
Table 11
Inter-coder Reliability Information
Participant Name
Anna
Fran
Emily
Darlene
Harry
Greta
Cathy
<Mean>

Percent
83.75
72.50
80.00
78.75
78.75
73.75
78.75
78.04

Kappa (RK)
0.84
0.73
0.80
0.79
0.79
0.74
0.79
0.78

Code frequency analysis. Once all interviews were coded using the code book for the
final time, an analysis of major themes began to answer the research questions. While analyzing
the data collected, I did not discount evidence at any point because it did not seem to fit with
general trends or support the researcher biases related to my position in the district and identified
previously in this chapter. Negative case analysis, the practice of consciously looking for
evidence of contrary to prevailing patterns noted in data, (Guest, MacQueen, & Namey, 2012, p.
101) was employed to further establish trustworthiness of this research, and based on the journal
entries I made after each interview, such patterns appeared to be taking shape.
I conducted a data reduction technique of determining the relative code frequencies, the
number of individual participants who mention a particular theme. I chose this technique “based
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on the assumption that the number of individuals independently expressing the same idea is a
better indicator of overall thematic importance than the absolute number of times a theme is
expressed and coded” (Guest, MacQueen, & Namey, 2012, p. 141). Codes that were not
frequently used were not eliminated from the codebook during revisions. Rather, these were
noted as part of the ongoing negative case analysis and at least one important theme emerged
from the analysis of that data, because when the transcripts were coded a third time with this in
mind the frequency of their occurrence increased. Finally, to ensure that all aspects of the
research questions were fully addressed, a final coding process took place to identify segments
that related to each. I broadened this coding based on the reflections in my journal, to facilitate a
code co-occurrence model for each research question (Guest, MacQueen, & Namey, 2012, p.
142). By examining the co-occurrence of codes to the research questions I determined that
participant responses provided adequate data to answer each. Figure 1 illustrates the code cooccurrence model for research question two.

Figure 1. Code Co-Occurrence Model
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Summary
The purpose of this study was to analyze the perceptions of new teachers related to the
work accomplished with and relationship held with a district-assigned instructional mentor, and
the extent to which this work and this relationship influenced the new teacher professionally and
personally. As part of the larger evaluation of the HVPS induction program, I hope to use the
results of the study to inform my practice as the supervisor of mentors in this district, specifically
with regard to their professional development. Being more informed about how the work and
relationships with a mentor can influence a teacher can provide great insight into what skills,
knowledge, and attitudes need to be further developed in our mentors. Strengthening mentor
practice will, hopefully, have a positive influence on mentees’ job satisfaction; teacher efficacy,
which impacts student achievement, and teacher retention. All of these are indicators that will be
examined as a part of the larger program evaluation.
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CHAPTER FOUR:
FINDINGS
This study sought to collect perceptions from novice teachers in the Hill Valley Public
School system related to their experiences with an Instructional Mentor. The study focused on
teachers in their second year of teaching at a high-needs school during the 2018-2019 school
year.
Research Question 1
What are novice teachers’ perceptions about their mentor’s influence on their instructional
practice at a high needs school?
Participants described several roles that mentors played in their first-year teaching
experiences. To begin with, a great deal of work and learning took place over the course of that
first year and study participants reported multiple examples of the types of activities and what
they learned from working with an Instructional Mentor. For example, Greta described how her
mentor helped her learn how to meet the diverse needs of her students: “Differentiation is
something that I'm terrible at, absolutely horrible, and I had a Fuse class, and so we talked about
different ways I could differentiate and not have to talk to everybody, but I needed to talk to kids
that needed extra help. She gave me a bunch of ideas, one of which was the Tic Tac Toe board,
which worked out great.” Emily reported that her mentor provided support in classroom
management and behavior techniques: “More about how to do the behavior, working through
that... Most of it was geared towards those behavior management skills and how to handle some
of those kids.” Fran, who grew up in another country, described how “she would observe me,
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and gave me guidelines of what they expected of me in Florida,” and Darlene worked with her
mentor on reading instruction. “She showed me what to do, guided reading, shared reading, how
to keep it professional.”
All interviewed participants provided several examples of elements of instruction they
worked on with a mentor to strengthen their teaching practice. Figure 2 illustrates how these
roles and activities were described during interviews.

Figure 2
Code Frequencies of Type and Focus of Work Teachers Engaged in with an Instructional Mentor

To gather context about general perceptions of teachers about their first year of teaching
and the influences their mentor may have had on their professional growth, I asked teachers to
describe their school, their students, and challenges they faced. Many study participants reported
being in survival mode early on. For example, Darlene indicated that she frequently felt as if she
were functioning in this mode, and when asked to explain what she meant by “survival”, defined
it as, “Putting your lesson plan in. Doing the best you can for the kids. Making sure procedures
are in place and taking it day by day.”
Several circumstances that likely led teachers to feel this way include classroom
management, the diverse needs of their students, and the knowledge gaps the teachers realized
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they had upon entering the profession. For example, Darlene experienced the realization that she
wasn’t as prepared as she needed to be. “Like I said, in college it's like, okay, you're good to go,
and then you get there, and you're not.” The perceived obstacles to success faced by teachers led
directly to the specific work conducted with their instructional mentors. For example, if the
teacher reported struggles managing the behavior of her students, like Emily, the mentor would
engage the teacher in activities specifically designed to address the root cause of the difficulties
the teacher was experiencing and to strengthen those classroom management skills. See Figure 3
for a visual representation of their responses. Table 12 provides additional examples from
participant interviews perceptions about the obstacles faced early on in their first year, and that
resulted in specific work with an Instructional Mentor.

Figure 3. Code Cloud Representing Frequencies of Codes Recorded in Participant Interviews
Relating to Challenges in Teaching
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Table 12
Codes and Examples of Participant Responses Related to the Theme of Challenges of a First Year Teacher
Code
Classroom Management

Example

Student Academic Needs

“… they were very low in
academics because of their
behavior. They were two or three
grade levels lower than their peers
in the regular classroom.”

Fran

Knowledge Gap

“Teaching the first year, it's more of
like ... You're prepared, graduated,
you have all the skills, but being
there is totally different.”

Darlene

Home Stress

“…it's the behavior issues and the

Bailey

“I have sometimes the most
challenging behaviors, just because
they're big kids with lots of
aggression.”

Participant
Cathy

“I am coming to school with
baggage from home, somebody died
or I didn't eat this morning or last
night or I haven't eaten in days or
mom is in jail/dad is in jail.”

Lack of Parental Involvement

“I saw some of my parents, I didn't
even meet…some of them
throughout the whole year.”
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Anna

Research Question 2
What are novice teachers’ perceptions about their relationship with their mentor in the context
of their development as an educator at a high-needs school?
Interviews with teachers include descriptions of these relationships that ranged from
completely neutral to very emotionally connected. Some experienced very strong emotional
connections, like Anna, who said, “I call her my soulmate.” Likewise, Greta said, “I just loved
her. She was like my mom. She was my teacher mom. She still is my teacher mom.” Others told
about times when they were ready to give up, but their mentor’s moral support and
encouragement played a role in them persevering, like Bailey, who told the story of an afternoon
when she felt “done.” Her mentor intervened with words of encouragement and statements of
belief in her commitment, along with a recommendation to “sleep on it.” Bailey came back the
next day and when her mentor stopped by her room, Bailey was greeted with more words of
encouragement, “I knew you'd come back. Now you just grow. It only goes up from here. You
felt like that was your worst day? It only goes up from here."
Others did not experience such emotionally deep connections with their Instructional
Mentors. Cathy was more focused on the work: “I didn't want to talk about things. I wanted
things just to be done.” Regardless of the depth of the emotional connection, virtually all
described elements of trust in the relationship. Figure 4 illustrates that the study participants
highly-valued their mentor being “always available”, being non-evaluative, showing
commitment (reliability) and the benevolence and helpful actions taken by their mentors.
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Figure 4.
Elements of Trust as Coded in Segments of Teacher Interviews

Fran and Harry also did not describe strong emotional connection to their mentors, but
both demonstrated how important their mentor’s commitment and availability was. In Fran’s
words, “She came in every time she said she had to come. She kept every appointment. When
she came, she would spend as much time as I wanted her to.” Harry related this about his mentor:
“it was also comforting knowing that there was somebody that I could count on if I ever had a
question, I could just go to them.”
Another factor that strengthened the trust between the teachers and their mentors was the
non-evaluative nature of the relationship. As Cathy described it, “I didn't feel like I was being
judged, or I was talking to a supervisor. It did feel like someone I could go to if I needed.”
Research Question 3
In what ways do teachers’ perceptions about their practice and work with a mentor change
between years 1 and 2 of teaching?
One major theme emerged related to the changes in the teachers’ experiences from their
first to the second year of teaching. Overwhelmingly, study participants reported a feeling of
greater confidence in themselves and their practice. Many referred to the work as being “easier”
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because they “knew what do now.” As Bailey said, “I wasn't a scared little puppy. I just came in
and I was like, "Okay, this is what I'm going to do, and this is how I'm going to do it." This
occurred even with fewer opportunities to meet with their mentor. Harry recalled, “at the
beginning it was probably like twice a week. And then, after that, like, once I got a little better it
was at least once a week.” Several took on additional responsibilities because they felt less
overwhelmed. Darlene volunteered to be the social studies contact after “She pushed me to do
more things, because I expressed that I wanted to.” Cathy summed it up well when she said, “I
don't know if easy is the right word to describe it, but I just knew what to expect.” Table 13
illustrates the frequencies of codes related to year 2.
Table 13
Code Frequencies Related to Changes in Study Participants’ Perceptions of Year 2 Experience
Code

Frequency

Percentage

Increased Confidence/Feeling Successful

30

32.61

Improved Instructional Practice

29

31.52

Frequency of Mentor Visits

16

17.39

Work (School Responsibilities)

9

9.78

Work (Prof Development)

8

8.70

TOTAL

92

100.00

Additional Findings
A fourth theme emerged that related to all three research questions and provided insight
into the reasons these teachers taught at their assigned sites in their second year. The teachers
interviewed for this study reported that they chose to teach at high needs schools in their first
year, and all but one chose to remain in the same setting (or type of setting) for their second year,
despite reporting a difficult first-year experience. When asked why they chose to remain, three
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factors stood out: the commitment they had to the students, the support they received from
colleagues (including but not limited to their Instructional Mentor), and their past experiences.
Figure 4 illustrates the frequency of these factors in interview transcripts, and Table 14 provides
examples of quotes that further explain the teachers’ reasons for remaining in their challenging
positions at challenging schools.

Figure 4. Code Frequency of Factors Related to Study Participants’ Retention at High Needs
Schools
Table 14. Examples of Study Participant Responses Related to Retention Factors
Code (Factor)
Commitment to Students

Study
Participant
Darlene

Support from Other Colleagues

Anna

I love my reading coaches. I genuinely adore
them. They helped me a lot. They've done
coaching cycles for me to be able to learn. They
let me fail. And if I fail, they're there to help me
get up.

Past Experiences

Bailey

This is my dream school. The fact that I am
a product of a school like this and it was my
teachers that got me out of my situations
and kept me motivated.

Harry

I've always wanted to work with kids that
come from lower socioeconomic statuses.

49

Example
I love the kids. I love the area that I'm in. I love
the type of kids that I work with.

The final, and somewhat unexpected, identified theme was related to the experiences that
every interviewee had related to changes to their assigned instructional mentor. While there has
never been a practice or policy in HVPS to ensure a teacher is assigned the same Instructional
Mentor for their first two years in the district, the 2017-2018 and 2018-2019 was a year of
changes to the cadre of Instructional Mentors who were charged to provide the support to these
teachers. The proposed plan for teachers and mentors in Achievements Schools did not come to
fruition because for the first semester of 2018-2019, every mentor was assigned at least part-time
to an instructional position, severely limiting the time they were able to spend in their duties as a
mentor. Prior to this, during the second semester of 2017-2018, thirteen mentors were sent back
to cover classroom vacancies, causing the redistribution of their caseloads to other mentors.
For many mentors in HVPS, this level of uncertainty around their position led many of
them to return to a full-time classroom position of their choosing during the school year, further
affecting the size of the cadre and the number of novice teachers the remaining mentors
supported on their caseloads. All participants in this study had at least one change in their
assigned mentor over the course of their first two years, and one had as many as four different
mentors. Even though each of their experiences were unique, 75% described negative
experiences about these changes in mentor assignments. Anna painfully recalled,
“I feel like I'm going to cry now because I cried so much. Because they took [my mentor]
away without an explanation. And it was so, so difficult because I tend to make
emotional connections. I think I should have a single mentor to help me know where I
need to grow. Because if they see me from the very beginning, they know what I need to
work on. It's not the same telling someone new, "She should work on this," because they
don't know what the other person is talking about. It's a brand-new process every time I
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have to meet a new person, and it's a pain in my butt. I shouldn't have to be focusing on
that.
Emily’s experience left her frustrated.
“Then all of a sudden I got an email from a new guy, I don't even remember what
his name was, saying, ‘Now I'm your mentor.’ I think it would be really beneficial to
keep that program but be more consistent with it. I don't think it's the mentor's fault this
year. I think it's more on the district... To be honest, I really think it was a district issue,
not their issue, because you've cut back on a lot of them, they were spread too thin, and
then there were being pulled into the teaching versus mentoring. That wasn't what the
program was set up to be.”

A theme that did not emerge with consistency across interviews was a connection made
by teachers between the work and/or relationship and their decisions to remain in a difficult
setting. When I asked participants directly about the influence their mentors may have had on
their professional decisions, participants who responded directly to the question were clear that
the work and/or relationship had little to no influence on such decisions, though some
acknowledged that the mentor did influence their practice. For example, Harry stated, “[She]
really helped me grow as a teacher, and I don't think, yeah, I don't know if I would be in the
same position I am now if it wasn't for her. Like, I think I'd still be teaching, I don't know if I
would be enjoying it as much as I am right now.” This level of direct connection was not
described explicitly by the majority of the participants; however, even though all described
learning experiences with their mentors, growth in practice, and all related that their experience
in year two was more positive because of that growth.
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Summary
This chapter presented the findings of the data analysis of interviews with eight teachers
interviewed to gather their perceptions about their first year of teaching and the roles an
Instructional Mentor played in their development. Findings were organized by research question,
and tables and figures were used to graphically present the data used to illustrate the data used to
determine dominant themes that emerged. Chapter five will present summary conclusions drawn
from the findings organized by research question, discuss the conclusions in relation to the
literature reviewed for the study, identify the implications of the study, and propose
recommendations for future research.
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CHAPTER FIVE:
CONCLUSIONS
The purpose of this qualitative study was to determine what perceptions novice teachers
held about the influence of their district-assigned mentor on their professional practice and
overall development as a teacher. Because teacher turnover has been an area of focus for school
districts nationwide for decades (Borman & Dowling, 2008; Coleman, 1966; Darling-Hammond,
1984; Grissmer, 1991; Marinell & Coca, 2013), and school districts bear the financial
responsibility of recruiting, hiring, and training new teachers (Alliance for Excellent Education,
2010), this study was significant in determining if the influence of a mentor led to teacher
retention in this group of participants. Theoretical implications relate to the work of Ingersoll
(2003), who found that after five years, 46% of teachers left the profession, likely because a
teacher in the early stages has not yet been able to gather specific knowledge or capital that is
specific to teaching (and may be non-transferable to other settings). In addition, as Kirby and
Grissmer (1991) found, as a teacher builds that capital through education and experiences, they
are less likely to leave because they are of more value to the educational system than to other.
Summary of Study Design and Research Questions
One-on-one interviews with current, second-year teachers assigned to very high-needs
schools were analyzed using a grounded theory method that yielded data to answer three research
questions.
1. What are novice teachers’ perceptions about their mentor’s influence on their instructional
practice at a high needs school?
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2. What are novice teachers’ perceptions about their relationship with their mentor in the
context of their development as an educator at a high-needs school?
3. In what ways do teachers’ perceptions about their practice and work with a mentor change
between years 1 and 2 of teaching?
Summary of Major Findings
In research question one I investigated the influences of Instructional Mentors on the
teachers’ practice. Participants of this study reported many types of professional learning that
took place with their Instructional Mentors along with how their practice had improved as a
result. During the time period the teachers worked with the Instructional Mentor, the,
Instructional Mentors took on the roles of “Colleague” and “Scaffolder” as defined in the work
of Abell et al. (1995). This included, but was not limited to, providing resources and information,
engaging in collaborative planning, and providing helpful feedback, which is also aligned with
the findings of Sosik and Godshalk (2000) who describe how effective mentors provide
pedagogical guidance in planning and organizing. This pedagogical guidance was driven by the
needs of these first-year teachers, and these teachers faced many challenges in their first year of
teaching. Those obstacles to successful teaching were compounded by factors relating to the
demographics of their students. This was reflected over and over in the descriptions provided by
participants.
All study participants completed a formal teacher preparation program and a college of
education, and many described gaps in their knowledge and the frustration created once the
impact of these gaps on their success was realized. These findings are similar to those of Ewing
and Smith (2003), who reported that even teachers who have completed a comprehensive
program of teacher preparation struggle with many aspects of teaching, including classroom
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management issues, perceived lack of support from school leadership, working with parents, and
the need for balancing continued professional development while managing a workload they
describe as excessive.
Ewing and Smith (2003) described the experiences of novice teachers in general, not just
those in high-needs schools. Those who teach in school with high levels of poverty experience
the same challenges, along with others. In describing the work they engaged in with their
mentors, participants of this study related experiences that reflected those of the teachers
interviewed by Evan and Kim (2003), who concluded that teachers in this setting often report
working with outdated materials, supply shortages, and structural conditions that can undermine
students’ engagement. The effect of such additional obstacles was also reflected in the interviews
with participants of this study. Like Darlene, who described working “day by day”, many
participants of this study reported being in “survival mode” early on, which is the second stage
of new teachers according to Moir (1995) and is described as a time when new teachers learn to
prioritize in order to manage the stressors to make it through each day.
To counteract the effect of such stress, mentors frequently needed to provide support
rather than requiring work from their mentees. To that end, I investigated the more affective
elements of the Mentor/Mentee relationship to answer research question two. Many study
participants developed close, emotional relationships with their mentors and more than one
described feeling so overwhelmed at one time or another they considered quitting but didn’t
because the mentor talked them “off the ledge,” as Anna described. Such descriptions confirm
the findings of Abell et al. (1995), who found that beyond the instructional work of sharpening
new teachers’ content knowledge and classroom management skills, effective mentors also
develop relationships with their mentees, which reflects the more affective dimensions of their
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role. At these times, these roles played by mentors are described by Abell et al (1995) as
“Mentor as Parent Figure” and “Mentor as Support System and Troubleshooter.” Grossman and
Davis (2012) describe the effect of these roles as personal support and psycho-social support and
this effect is only possible when the mentor has provided a supportive environment that
establishes trust (Hennissen, et al. 2011).

That conclusion is well-aligned with the descriptions

provided by participants about feeling “safe” with their mentor because of the non-evaluative
nature of the relationship, and because of the trust built by the mentor through benevolence and
demonstrated commitment to the teacher. Mentors cannot function in any of the above roles
without trust and respect; “Trust and respect formed the tie that bound the teacher to the mentor
and allowed the most productive mentor/intern relationships” (Abell, et al 2005, p.186). As
described previously, the Instructional Mentors described in this study also provided the type of
support that includes the monitoring of and feedback about teacher performance along with
specific suggestions for improving practice (Grossman & Davis, 2012; Howe, 2007; Hennissen
et al, 2011). As a result of the relationships built and the trustworthiness established by the
Instructional Mentors, the participants described being willing and able to use the feedback and
information provided by their mentors. Utilization of this feedback led to learning and the
development of the novice’s strengths. An Instructional Mentor must be able to function in
multiple roles in both the affective and professional domains for a novice teacher to reap the
benefits of such a relationship. This assertion is supported by the work of Carter and Francis
(2007), whose study participants rated their mentoring support as helpful when their mentors
provided social support, were friendly and open, and encouraged collaboration and reflective
teaching practices.
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Participants of this study have described many ways in which the Instructional Mentors
assigned to them have supported them and the strengthening of specific areas of their
instructional practice. The influence on their development can be inferred by their descriptions
of growth facilitated by the relationship and work with the mentor but was not directly described
in such terms by the teachers interviewed. This lack of direct connection may have been a result
of the types of questions asked. Great care was taken in the creation of the interview questions
to avoid any presupposition. For example, asking what influence a mentor had implies that there
was an influence. Even with reassurances about all levels of responses being acceptable and
encouraged, this was a challenge in my interviews. The attempt to avoid letting my own
researcher bias influence responses may have had an effect on the clarity of responses and my
ability to use the data to answer the research questions directly. However, some connections can
be made about the influence of the work done with mentors and the contribution the mentorteacher relationships made to that development.
With research question three I investigated how teachers perceived the differences
between their first- and second-year experiences. Year two experiences for study participants
were much more positive, overall. Even though all reported less frequent formal interactions
with their Instructional Mentor in their second year, the teachers in the study demonstrated
recognition that the work done with their mentors in the first year led to learning, to which they
credit the more successful and “easier” experience in that second year. These findings support
those of Ingersoll and Kralik (2004) who concluded that mentoring programs can increase
teacher satisfaction and confidence and strengthen their professional practice. The participants
interviewed were much more confident of their ability to successfully teach. The strong
relationships experienced by several participants may have also been a contributing factor to the
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improved experiences described by participants. This finding can be linked to the work of Yirci
(2017), who made the connection between a mentor’s psychological guidance (and the positive
influence that guidance) can have on the teacher’s self-esteem and strength of their practice.
Based on study participant responses, it is not possible to infer that participants made a
connection between their experiences with a mentor and their retention in the field and at their
school sites. While this study was in no way designed to measure impact or make direct
connections between the mentoring program of HVPS and the teacher retention of the district, it
sought to investigate whether the teachers interviewed perceived such an influence by an
Instructional Mentor on their own professional decisions. The data collected in these interviews
suggests that participants did not perceive that working with and having a strong relationship
with a mentor had an influence over the decisions of study participants to remain not only in the
profession but in most cases, at the same site. However, it is possible that the effects examined
by Kirby and Grissmer (1991) are at play, and that the growth experienced by participants (and
the increased confidence it inspired) led them to believe there was more value in them staying in
the profession than leaving.
Finally, all teachers in the study demonstrated a combination of several characteristics.
First, participants described having a strong commitment to their students. This commitment
appears to come from different sources, including their own personal experiences attending a
high-needs school. Second, study participants benefited from the support of multiple colleagues
in their first two years, in addition to their mentors. They demonstrated a level of resourcefulness
in getting the help that they needed, especially when their mentors were not available. Third, as
part of their professional learning, many of them described engaging in the process of reflective
practice. That is, thinking regularly about their practice on a deep and detailed level to determine
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what worked and what didn’t, then applying a change in the hopes of improvement. Words like
those of Bailey were heard frequently, “I was like, "Okay, you did this here. Now how are we
going to revamp that?" Because it didn't work.” These descriptors harken back to the work of
Martin Haberman (1991) who posited that teachers who are successful in a high needs setting
demonstrate certain personal and professional characteristics and hold certain beliefs about
themselves and their students. Similar to the participants of this study, he described teachers
who are reflective and take responsibility for their students’ learning, who understand the
importance of a successful school experience for their students, and who know the value of
working in teams. Haberman called teachers who hold these beliefs, “star teachers” (1991, p.
290).
Teaching at a high-needs school is a difficult undertaking and is even more difficult for
novice teachers. Feng (2010) concluded that teachers with fewer than two years of experience
were, as a group, assigned to teach students with lower achievement levels, higher levels of
poverty, and a higher number of disciplinary incidents than their more experienced counterparts.
The evidence he collected indicated that Florida teachers with struggling students and those who
demonstrated more difficult behaviors in their classrooms were less likely to remain in their
schools, further exacerbating the issue of teacher attrition. Contrary to Feng’s findings, however,
the novice teachers in this study did remain in this type of setting, despite their difficult
experiences. The teachers in this study exhibited several of these “star teacher” (Haberman,
1991) beliefs.
A conclusion this study can draw is that the participants were not largely influenced stay
by a mentor (or any other single person or reason) but because of the combination of the personal
characteristics that led them to CHOOSE to teach at these schools in their first year, along with
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the professional growth they experienced. Once participants returned for a second year, they
were able to reap the benefits of activities that led to the strengthening of their practice in their
first year, some of which were completed with the guidance of an Instructional Mentor.
Resilience, reflection, and resourcefulness are characteristics that served them well in their
settings and led them to a successful year-two experience.
Limitations
As described above, the Instructional Mentor program of HVPS encountered many
obstacles to its planned and established way of work. These changes directly affected the
assignments of mentors to teachers and, as a result, none of the teachers interviewed were able to
describe a relationship with one particular mentor over the two-year period. It is possible that
the data collected would have been different without these circumstances and clearer connections
to mentor influence reported by participants. In addition, recruitment and interviews took place
at the end of the school year, when it is possible that the teachers’ fatigue and state of mind may
have influenced their responses. Perhaps interviewing teachers who have had the benefit of
additional years of successful teaching would allow the collection of responses that were
influenced by the perspective gained in that time, allowing a clearer connection between the
work, their relationships, and their retention.
Implications
Two implications can be drawn from the findings of this study. First, as Haberman
(1991) believed, the factors that improve teacher retention may lie as much (or more) in the
personality traits of individual teachers and how those traits match the needs of each situation as
any interventions provided to teachers after they are hired. In fact, Haberman advised school
districts “to select those with star teacher beliefs to begin with and stop trying to demonstrate that
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college coursework or teacher development activities have significant impact on teachers’ belief
systems” (Haberman, 2011, p.1). Two of his “star teacher” beliefs relate to how teachers
troubleshoot problems through perseverance and engage in high levels of reflection. This
connects to the work of Angela Duckworth (2016), who labels such perseverance “grit” (p.9).
Contrarily, her work posits that grit is something that can be learned or developed by using a
Growth Mindset, referring to the work of Carol Dweck (2007), and it was during the interview
with Cathy that I first made a connection to this work when she described how she learned to
become more patient with her students by engaging in “a reflection of myself,” and again with
Darlene, who believed “Every day you learn something new.” According to Duckworth, “a
growth mindset leads to optimistic ways of explaining adversity, and that, in turn, leads to
perseverance and seeking out new challenges that will ultimately make you even stronger” (2016
p. 192). This mindset was echoed by Harry, when he said, “I try to improve every day, you
know, as you go on,” and Greta, who spent the summer between year one and year two
“preparing everything that I wanted to get done for different lessons, things I wanted to omit,
things I wanted to add or try.” Therefore, combining perseverance with reflective practice, like
the teachers in this study, could yield a stronger teacher workforce with a higher rate of retention.
Second, with the cost of teacher induction programs that include fully-released mentors
being a financial burden too high for many districts to maintain (Heaton & Saunders, 2017), it
would behoove districts to implement effective induction program components with fidelity.
Specifically, regardless of the type of mentoring is site-based or district-assigned, efforts to
ensure consistency of mentor assignment would be beneficial to teachers and the efficacy of the
induction program in general. Too many negative effects, as described by the many participants
of this study are possible when districts play “mentor musical chairs” when assigning novice
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teacher support. Without such fidelity of implementation, intended program outcomes will likely
not be achieved, and the financial resources dedicated to such a program not utilized wisely.
Recommendations for Further Research
Based on the data collected and utilizing the work of Haberman (1991, 2011),
Duckworth, (2016) and Dweck (2007), further research into the characteristics of teachers who
remain at high-needs schools is warranted. Such research, if focused on the success rate of
developing such (rather than just capitalizing on those existing) characteristics and beliefs in
teachers could further inform induction program developers in the type of content to include that
goes beyond state standards or general pedagogy.

Summary
This study sought to gather teacher perceptions about their experiences with a mentor in
order to inform the induction program developers of the HV Public School system, with respect
to the program’s primary objectives of developing novice teacher practice with the purpose of
retaining effective teachers. The data yielded less about the perceptions of mentor influence and
more about the teachers themselves. While the data suggests having access to and engaging
professionally with a mentor benefitted these teachers and positively influenced their practice, it
is possible that the retention of study participants in the field and at their respective sites was as
much a function of existing personality characteristics as it was interactions with and influence
of any one person.
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APPENDIX A: Reflections
I embarked on the process of studying this topic almost three years ago. Working with
the Instructional Mentor cadre provided experiences beyond any I had had working at the school
level as a building administrator and led me to want to know more about the practice of
mentoring and how teachers are affected by it. While I also sought to do what I could to be an
“instructional leader” and strengthen teacher practice, being in this role provided the opportunity
to reach these goals on a much broader level. I’m tasked with building the practice of mentors
who then work directly with teachers on their own practice. It only made sense that I would
study how best to achieve that.
I cannot say that this study yielded the data I “wanted” to collect. I’ve been in this role
for three years and would have loved nothing more than to obtain confirmation that our program
and our mentors had achieved every goal. There was some confirmation that aligned with the
research on the roles effective mentors play and that was gratifying to the extent that if we know
what roles have an influence or impact, we know where to focus efforts for improvement. It was
frustrating to see how the changes to the program impacted the teachers. I saw first-hand how
those changes impacted the mentor’s themselves, and when you seek to gather positive
perceptions about the connections and growth experienced between teachers and their mentors, it
is further disheartening.
Beyond that, however, the study did yield was a fascinating description of the teachers
themselves. Early on in the interviews, even though I did hear descriptions of powerful
connections made between the teachers and their mentors, it became clear that other factors were
at work in the retention of these teachers in such difficult settings. I have always been interested
in the work of Carol Dweck (Mindset) which led me to learn about “grit” and the research by
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Angela Duckworth. As soon as I heard certain phrases from the teachers that connected my
thinking to the work of Duckworth and Dweck, I began to listen for it more closely. Stories like
the one described by Bailey in Chapter 4 provide examples of perseverance. “Grit” was already a
topic the mentor cadre had broached, but on a limited level. Moving forward, even though I will
not be engaging in any formal research on the topic, we will use the findings from their work, the
data from this study, and the twelve beliefs of “star” teachers (Haberman, 1991) to enhance the
HVPS induction program and the practice of its mentors by including strategies for teaching
perseverance and growth mindset into our induction activities.
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APPENDIX B: Call to Action
Few would argue that teachers play a critical role in the learning of their students. This
clear connection was described over 50 years ago in a report by James Coleman in 1960, which
described the impact of having unqualified and ineffective teachers leading classrooms of
students and concluded that teacher characteristics explained more variance in student
achievement than any other school factor (Coleman, 1960).
Fast forward to present day, when eliminating educational inequity is a priority of many
school districts and their leaders. There are many causes of educational inequity, and variance in
teacher quality is a major factor. In fact, according to the Reform Support Network (2015), the
impact of high-performing teachers has been shown to be similar regardless of school
characteristics, which has led many districts to make teacher quality a major element in their
equity plans.
Unfortunately, 45% of all teacher turnover occurs in the nations’ hardest-to-staff schools
(Ingersoll, May 2012). It is usually novice teachers who are hired into these most challenging
settings, and student achievement is lower in classes taught by new teachers (Figlio, 2007;
Strong 2005). The odds of teacher attrition at schools with predominantly minority students are
THREE times greater than those for majority-white schools and high levels of teacher attrition
are associated with negative effects on student achievement (Strong, 2005).
Ingersoll (2003) found that school staffing problems are not as frequently related to the
lack of qualified teacher applicants, but more often are related to the “revolving door” (p. 2)
observed when teachers leave the profession for reasons other than retirement. Districts with any
hope of achieving educational equity must break this cycle and address teacher attrition at the
source—with our most vulnerable teachers at our most vulnerable schools. They must commit to
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supporting novice teachers at an intense level from day one by providing intentional, consistent,
ongoing, and highly effective professional development. This can most effectively be achieved
by implementing a high-quality induction program that focuses and depends heavily on the
novice teacher’s work with a formal mentor for at least two full years and contains an intensive
focus on teaching resilience and perseverance in the face of obstacles.
In the words of Fisher, Frey, & Hattie (2016), “Every student deserves a great teacher,
not by chance, but by design.” When districts show they believe this by committing to a strong
mentoring program as a critical and non-negotiable component of such a design, they will begin
to turn the tide of teacher attrition and our most vulnerable students will be the beneficiaries of
this disruption in educational inequity.
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APPENDIX C: Induction Program History of Hill Valley Public Schools (HVPS)
A history of the induction programs in HVPS is provided to establish the context for this
study. This historical account is informed by a combination of anecdotal, published, and district
documents related to the district’s three support and induction programs for new teachers, which
date from the mid-1990’s to the present (2019). During this period of time, the district offered
three different support and induction programs and, as of this writing, is transitioning to a fourth.
Preparing New Educators (PNE) Program (1996-2009). The PNE program was an
induction program designed to help educators new to the school district (Summa, 2017). The
primary purpose of the program was to ensure that teachers had the opportunity and support
necessary to develop into highly effective educators. The program designer incorporated the
components of effective inductions as a framework, as reflected in the program summary in table
A1 below.
Table A1. Induction Program Components of PNE.
Component

Description

Mentoring

The program was intended to provide each new teacher with an experienced
teacher to support the novice with guidance, procedural information, and
pedagogical skills. This site-based mentor’s role was to coach, support,
encourage, and guide the new teacher through a successful experience
during the new teacher’s first year or for the length of the new teacher’s
participation in the PNE program. These colleagues were sometimes, but
not always, in their same content area or grade level and were not fullyreleased. Selection criteria was vague, and the team was appointed/selected
by school administration. Training in the form of the FPMS (Florida
Performance Measurement System) was provided. The FPMS was the tool
used at the time for formal observation of teachers.

Time

No specific time commitment was made to the support of the teachers and
support team members were not provided with release time to meet with the
new teacher. PNE participants were expected and encouraged to complete
the program within two consecutive school years.
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Table A1 cont.
Ongoing
Professional
Development

Feedback was provided to the teacher after six required observations. Each
observation had a different focus or domain (i.e. planning, classroom
management, etc.). The PNE team members provided guidance
and support, but no formal professional development was required.

Collaboration

The PNE support team consisted of colleagues, provided some level of
collaborative support, and was intended to be a collegial-coaching and
induction program.

At least one administrator was on the PNE support team and other
Communication
members
of the team provided regular updates.
and Support from
School
Leadership
Despite grounding the program design in effective program components, findings about
the PNE indicated that the program effects were not encouraging. Program goals included
strengthening of teacher practice and increased teacher retention. According to Summa (2017),
only 41.6% completed the PNE program in the 2003-2004 school year. The following year saw a
minimal increase in program completion (44%). More importantly, the data collected by Summa
over the three school years showed that 80% of new teachers felt they were not adequately
supported, and 75% felt that they needed more assistance in planning.
Teacher Induction Program. In 2010-2011, HVPS district embarked on a new path
with the financial backing of a grant from a private foundation. Support for new teachers was
now in the form of the Teacher Induction Program, known as TIP (Jackson & Bogle, 2011). The
program’s characteristics are summarized in table A2 below.
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Table A2. Teacher Induction Program (TIP) Components.
Component

Description

Mentoring

Every first-year, novice teacher was provided with a fully-released mentor
who was highly trained using the New Teacher Center Formative
Assessment System. Mentors were assigned to teachers by the district.

Time

A strict protocol of time was set. The program provided first-year teachers
with at least 90 minutes of mentoring per week, and second-year teachers
with 90 minutes every two weeks. Mentor assignments and teacher
induction activities were designed by program designers to last for the first
two years of a teacher’s career.

Ongoing
Professional
Development

As many as 72 hours of outside professional learning opportunities were
required, depending on the instructional program to which the teacher was
assigned. Job-embedded activities conducted with the mentor were
designed to provide application opportunities for the professional learning
in those off- site trainings attended by teachers, and all were aligned to the
Florida Accomplished Educator Practices (FEAPs, 2011).

Collaboration

No structures were in place to promote or prevent collaboration between
new teachers from taking place.

Communication
and Support
from School
Leadership

The site administrator and mentor would meet at least quarterly to discuss
teacher progress through the induction program. The mentor and the
administrator decided together if the teacher had successfully
demonstrated the FEAPs. Site administrators were required to verify
completion of the induction activities at the end of the program for each
teacher.

At the end of the 2015-2016 school year, the grant supporting this induction program
ended and a shift occurred when the district needed to create an induction program that was
financially sustainable without outside funding. The Teacher Induction Program continued under
the name of Educator Induction Program (EIP) with minor changes. The program is outlined in
table A3.
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Table A3. Induction Program Components of the Educator Induction Program (EIP).
Component

Description

Mentoring

All newly hired teachers were provided a formal mentor regardless of
prior experience. Fully-released Instructional Mentors were selected
through a rigorous screening and interview process.

Time

Structured time was allocated to teachers based on need and induction
program requirements. There was no minimum number of minutes or
meetings with a mentor.

Ongoing Professional
Development

Outside face-to-face training activities were largely replaced with
one-on-one, job-embedded learning and online offerings. All
activities were still aligned to the Florida Accomplished Educator
Practices (FEAPs, 2011).

Collaboration

No structures were in place to promote or prevent collaboration
between new teachers from taking place.

Communication and
Support from School
Leadership

The site administrator and mentor met at least quarterly to discuss
teacher progress through the induction program.
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APPENDIX D: Budget History of Hill Valley School District: 2008-2017
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APPENDIX E: Recruitment Flyer
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APPENDIX F: Informed Consent Form
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APPENDIX G: Contact Collection
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APPENDIX H: Reflexive Journal/Field Notes
Interview 1 - Participant 10A0120-040
5/29/19
Description of physical setting – Conference room of ES 0120. Seated at a conference table with
8 chairs in a quiet office. No interruptions. One on one interview, without responses. Questions
were asked, and interaction was limited to active listening non-verbals: smiles, slight head nods,
etc. PI was the interviewer, and the interview participant was a 5th grade teacher. Participant’s
responses indicated an understanding that the information from this interview would be used to
inform the induction program practice. She gave suggestions at the end for how to improve. My
reactions, as much as I tried to limit them to the body language of an active listener may have
been interpreted as approval or encouragement. The teacher seemed to be somewhat dissatisfied
by the instructional support provided and the structure of the program (in terms of meeting her
needs as a teacher) and had no reservations about sharing them. My position in the district or in
relation to the mentors and program about which she was responding did not appear to be an
influential factor in her responses. She does not seem to be a stereotypical new teacher in the
way she has responded to the stresses of being a first or second-year teacher. She is very strong
and determined and her needs were different and not met. She does not seem like one who is
influenced from the outside, rather, from the inside. She spoke of being reflective and making
changes to her teaching as a result (Growth Mindset??). This makes me think that I need to listen
also for what DOES influence teachers (other than mentors, especially if none/few answers
reflect such influence). She was very professional, but clear and honest. At times, the planned
questions seemed not to be ones that would get at the heart of her feelings, and I should have
come up with more follow-up questions. Need to go through the questions to refine them and
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make them more conducive to a natural conversation, as well as being better prepared to ask
additional follow-up questions.
Interview 2 - Participant 30A0043-126
May 30, 2019
Description of physical setting--The interview took place in the teacher’s classroom, which was
packed up for the year. PI and teacher sat in student desks facing each other. The room was quiet
and there were no interruptions.

The teacher seemed very relaxed and happy to share her experiences, seemingly without any
indication that my position was an issue. It was difficult not to react non-verbally to what the
teacher was saying (she was very positive and had very specific examples to share and to which I
could relate.) My facial expressions, eye contact, etc. hopefully provided her encouragement to
continue sharing. Teacher was very animated and appeared to thoroughly enjoy being able to
share the experiences she had with her mentor. The teacher’s responses were clear and answered
the questions in a logical way, without going off on tangents and it was much easier to stay
mostly on track with the planned protocol, but at times the interview questions seem very
redundant. It was possible to skip over several because she had responded to them. My position
as the mentor supervisor was known, based on a few of her responses, but she gave the
impression that she had nothing but positive experiences to relate about this mentor, with the
exception of how it impacted her to have the mentor taken away. She was very candid about how
this affected her and how she dealt with the change. In addition, two new themes emerged…the
learning curve faced by new teachers, and the influences of others.
There is a definite need to refine interview questions, or at least be better prepared to do so.
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Interview 3- Participant 10B0042-345
May 30, 2019 PM
Description of physical setting -- Teacher’s classroom, which was packed up for the end of the
year. We sat at the guided reading table, facing each other. Rapport was easy; but the teacher
became emotional while discussing her experiences, which have been a mix of very positive and
very negative.
She knew of my position and asked a few times if she needed to be worried about what she said.
She was reassured each time about the level of confidentiality that would be maintained. She
continued to be very honest in her responses. The impact of the changes to the mentor program
on teachers has been great on her and very negative. Her responses were sometimes difficult to
navigate around because they did not always directly answer the question asked and/or the
question planned next did not seem as relevant. There was no way to simply go through the
questions in order and as written, and my prior notes indicating a need to refine and be flexible
were validated. Unfortunately, I did not have the time prior to this interview to plan as well as I
would have liked but based on her responses any plan made would likely have required
additional changes. I tried to ask clarifying questions and at times had to ask her to focus on one
specific mentor (of the five she had worked with in the last two years) to try and gather
information related to the research questions. In the end, she was able to provide a great deal of
insight into her perceptions, but this was only because of the reassurance she received and the
extent to which the protocol was amended. The theme related to influences of other
people/things was evident again.

88

Interview 4 - Participant 20A2042-346
May 31, 2019
Description of setting – teacher’s classroom, at a small table in the front of the room.
It was clear that the participant felt very comfortable and was very open in her sharing. She was
honest, if not detailed, about struggles encountered at her school this past year. Even though
everything she shared about her mentor seemed genuine and honest and not at all exaggerated, it
seemed as though she wanted very much to make sure I knew that it was a positive experience.
Several times she said things like “I loved her,” or “I love my mentor. She's great.” At one point,
follow up questions needed to be asked when the teacher mentioned her mentor being “assigned
to another school.” I didn’t have to ask too many clarifying questions because I knew what had
happened, that the mentor had been assigned to support one of the Achievement Schools this
year and couldn’t fulfill mentoring duties. She was honest about the effect but made it clear that
it was not the “fault” of the mentor. Again, I do not believe my position influenced her
responses to the point of being less than credible, but there was a feeling that it was important to
her to almost “repay” her mentor with a positive description of the experiences she had. It is
possible that there were more neutral responses or negative experiences, but I don’t think it
occurred to her to share those.
Interview 5 - Participant ID 30A0043-123
June 6, 2019
Description of physical setting – today’s interview was completed by phone, per the participant’s
request. Consent form was obtained by email and prior to the interview. Participant seemed very
relaxed and willing to honest and open. Participant’s experience with mentor was positive, and
he loves teaching. In general, credits mentor for making him better and his job easier but not
influencing his decisions to stay in teaching or at that school. The teacher did not respond in any
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way that indicated he was aware of or influenced by my position. Phone conference worked
well….it actually took out some of the awkwardness of having to stare quietly at the participant
without being able to engage.
It’s important to note that he clearly stated no influence on the mentor’s part in his decision to
stay…rather, that the work they did made it “easier” in the following year. I will listen closely for
this distinction in future interviews. His background experiences and reasons for choosing to be at
such a school were more of his reasons for staying.

Interview questions were rearranged on the spot, mostly in response to the participant answering
one of the later questions earlier. From there, it made sense to rearrange all the year 2 questions
together and to combine some at the end.

Interview 6 - Participant ID 10C0054-367.
June 12th, 2019
Interview setting – local coffee shop (school has ended for the year and the location was close to
the participant’s home). Rapport was easily established, and the teacher seemed very willing to
be open and honest. She also seemed to know of my position, and while some of her responses
were carefully worded, she does not appear to have “held back” when describing her
experiences.
About halfway through, this interview became a difficult one to stay close to the protocol
based on her responses. Some additional probing questions (How did you learn to adapt to those
challenges?) were asked. Once again, responses were recorded related to changes in the mentor
assigned to her and the effect it had. As the mentor supervisor, I was aware of the changes but
did not structure interview questions directly related to these changes. Clarifying questions (can
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you tell me more about that [particular] mentor?) were necessary and a clear picture of the
inconsistency of the support provided was drawn. By the end of the interview, she seemed intent
on making it clear (in a respectful, honest manner) that her experience was not one that was
beneficial, and the district should take steps to ensure it didn’t happen to others. No new themes
were noted. Question in my mind… if mentor did not influence, who or what did? I will go back
through transcripts to re-read with this is a focal point, as well.

Interview 7 - Participant 10A 0125-319
June 17, 2019
Interview setting – local coffee shop (school has ended for the year and the location was close to
the participant’s home). One-on-one and face to face, the interview setting was difficult due to
background noise and music at times, and the soft-spoken nature of the teacher being
interviewed. Rapport was easily established, and the teacher seemed very willing to be open and
honest because she is also working on an advanced degree and wants to help others where she
can. She provided a great deal of description about her classroom and her background, but even
with probing questions was unable to describe much about her relationship and/or work with a
mentor, in part because (once again) there was inconsistency in the assignment of her support.
Her responses demonstrated resilience and resourcefulness, and while she was nothing but
respectful regarding the mentors she knew, little connection was made between her
improvement/success and them. The themes of the learning gap faced by new teachers, and the
second year being much “easier” were revisited.
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Interview 8 - Participant ID 10A3041-228
June 24th, 2019
Interview setting – local coffee shop (school has ended for the year and the location was close to
the participant’s home). This participant presented as very nervous, and seemingly concerned
about giving “the right answer.” At times, she asked for clarification about questions
(“…[challenges] as just a teacher?” “I don’t know what this is for, but…”) and follow up
questions were asked frequently to gain better insight and richer data (“Can you give me an
example?” “Tell me what you mean by surviving.”) I do believe her reactions and overall
demeanor were related to my position and it seemed that she wanted very much to be positive
and complimentary about her experiences with her mentor. I attempted to reassure her verbally
that there was no right or wrong answer and with non-verbal cues (smiling and nodding). While
my position made her anxious, I have no reason to believe that her anxiety influenced the level of
honesty in her responses.
There were no new themes noted.
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APPENDIX I: Interview Protocol
To be read prior to the interview:
Thank you for agreeing to participate in this interview. Your responses will be kept anonymous
throughout the process and you will be identified by a pseudonym. With your permission, this
interview will be recorded and transcribed for subsequent analysis. Any specific names you use
in response to the questions during this interview will be redacted before analysis to prevent
identification or a breach of confidentiality of any kind. Your responses will not impact the
evaluation of any individual in this school district. This interview is being conducted for the
purpose of a dissertation study and as part of a program evaluation of the HVPS Teacher
Induction Program. Data collected from your responses may be published. However, no
identifying information related to any participants or this school district will be included in any
way in any part of the final report.
I’m going to ask you a series of questions, there is no right or wrong response; your responses
can range from negative to neutral all the way to super positive. Please think broadly and beyond
positive and negative responses. None of your responses will have any bearing on the roles of the
mentors, your role in your work, or the evaluation of you or your mentor. These questions are to
inform the induction program developers.
1. Tell me about your school and your students. (Pause for responses)
a. What challenges have you faced? (Pause for responses)
b. What is working/going well? (Pause for responses)
2. What factors led you choose to teach here for your second year? (Pause for responses)
3. Tell me about 2-3 learning experiences from your first year of teaching. (Pause for
responses)
4. You were assigned a mentor for your first year. How would you describe that mentorship
experience? (Pause for responses)
5. How did working with your mentor influence your professional practice or professional
career decisions? (Pause for responses)
6. Tell me about 2-3 experiences (positive, negative, or other) that you recall about your
relationship with your mentor that first year. (Pause for responses)
7. What else can you tell me about your relationship with your mentor in your first year?
(Pause for responses)
8. Tell me how your second year of teaching compares to your first year of teaching. (Pause
for responses)
9. What can you tell me about the work you have done with your mentor in your second
year? (Pause for responses)
10. Describe your current relationship with your mentor. (Pause for responses)
11. How has the relationship with your mentor evolved since the first year? (Pause for
responses)
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12. Is there anything else you would like to share about your work with your mentor? (Pause
for responses)
13. Is there anything else you would like to share about your relationship with your mentor?
14. Is there anything else you would like to share about the influence your mentor may have
had on your instructional practice during these 2 years?
Optional questions: Ask only if participant does not directly address these in responses to the
above questions:
1. How did your mentor influence your instructional practice?
2. How would you describe your relationship with your mentor in terms of your development
as an educator at a high-needs school?
3. How did the way you think about your mentor’s role change from your first and second
year of teaching?
Thank you for your time and your candid responses today. I appreciate learning from you about
your first two years of teaching in the district.
Please anticipate an electronic copy of this interview will be sent to you within the next week for
your review. When you receive this copy in your district email, you’ll also be provided with
information about how to review the transcript, how to provide your notes or corrections to the
wording, and how to return the transcript.

Follow Up Questions/Prompts (to be asked when elaboration is needed to gain greater insight
into participants’ perceptions):

Please tell me more about that.
Can you give me an example?
What did that look like?
Why do you think that is?
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APPENDIX J: Code Book
Category
Work with
Mentor

Theme

Code

Description/Definition

Example

Professional
Learning

Resource
Provider

Sends/delivers instructional
materials, literature, other
resources to aid instruction

She provides a lot
of literature on
topics, like
students in my
classroom with
trauma.

Collaboration

Working together to
complete a project, solve a
problem, etc.

Let's talk about
this, and let's do
this, and we'll do it
together. We went
through one of the
books that my
principal had
given and found
pieces that would
work for me.

Observation

Observing formally or
informally to gather
information about teacher
practice

Came in, took
notes on the things
that were good.

Feedback

Positive attention to
successful practice,
information related to
changes needed to
encourage growth.

It really helped me
see the way I
teach. Telling me
the positives I was
doing, and then
saying, this is
what you can
improve on

Teaching
Practice/
Learning
Experiences

Description of work and
learning related to new
instructional strategies,
content-related pedagogy,
classroom management, etc.

She helped me
plan lessons. She
explained to me
how I could go
about doing it,
found a template,
put it together.
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Program
Reflections

Challenges

Student Needs

Compulsory
Pieces

Information related to
activities required by the
induction program (online
or other).

You have not just
classroom work,
you have
computer work,
you've got all
those tutorials,
you've got things
you need to
complete

Suggestions for
Improvement

Any ideas from participants
related to induction or
working with a mentor.

I think I should
have a single
mentor to help me
know where I need
to grow.

Diverse academic
needs

Information related to
students' academic
levels, learning styles,
background
knowledge,

They were very low
in academics. It's
very difficult
because their needs
are so high.

Financial

Information related to
poverty, job loss, not
having food or school
supplies, etc.

We're fairly
transient, which
sounds really bad,
or migrant. Migrant
maybe is a better
word. Where we'll
get kids for a couple
weeks and then they
move on or we'll get
them from two
months and then
they'll stop paying
rent and they move
on.

Home Stress

Factors related to
trauma (family
members in prison,
dead, abuse, drugs,
divorce, frequent
moves, etc).

Somebody died or I
didn't eat this
morning or last
night or I haven't
eaten in days or
mom is in jail/dad is
in jail.
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Influences

Classroom
Needs

Costs of Being a
Teacher

Related to resources
teachers provide above
and beyond (supplies,
food, time outside of
class)

My black cabinet is
usually stocked
with peanut butter
crackers, cheese
crackers, Cheez-Its,
Costco and I are
best friends. I get
that asked daily, do
you have a
backpack? Pencils, I
go through at least
eighty pencils a day
and I don't ask for
them back because
they need them.

Teacher Needs

Knowledge Gaps

Information related to
a teacher's readiness to
be success
(background
education, experiences,
incorrect expectations,
learning curves, etc.)

You're prepared,
graduated, you have
all the skills, but
being there is totally
different,

Mental Health

Description of how
their teaching
experiences have been
challenging (i.e.
feeling overwhelmed).

I was in survival
mode. I felt like I
was drowning. I
thought about
quitting.

Classroom
Management

Teacher statements
related to struggles
with managing student
behaviors

How I wanted their
behavior to be and
learning how to deal
with some of those
behaviors.

Negative (nonmentor-related)

Statements related to
the negative actions of
other educators on
their teaching
experience

"Other teachers
basically say,
"figure it out."

Negative (mentorrelated)

Statements related to
the negative actions of
other educators on
their teaching
experience as it related

I've had five
mentors in two
years.

Outside
Influences
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to working with their
mentor

Positive (nonmentor)

Statements related to
the negative positive
action of others on
their teaching
experience

It was wonderful
having my aide and
learning how to use
her to the best of
my ability.

Positive

Statements related to
the negative positive
action of mentor on
their teaching
experience

She definitely made
it easier to grow
because I don't
think I would've
grown as much as a
teacher if I hadn't
had her.

Neutral/Negative

Statements related to
the neutral or negative
influence of mentor
actions on their
teaching experience

Minimal. It wasn't
that it was bad. He
was kind when I
met him, but that it
was nothing.

Commitment to
Students

Statements related to
the teacher's desire to
work with students
who have high needs,
the relationships built
with students, anything
positive about working
with the students.

My rapport with the
students, making
them feel wanted
and loved. That
definitely works.
tell my kids all the
time, "Yes, I've
been there.

Past Experiences

References to their
own past experiences
(in similar schools,
pre-service training,
etc.)

I've always wanted
to work at a Title
One school because
growing up as a
migrant student, I've
always been like,

Mentor
Influences

Year 2

Reasons for
Teaching at HN
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lower
demographics.

Support from
Others

Relationships and the
benefits from working
with others at their
school site.

I love my reading
coaches. I genuinely
adore them. They
helped me a lot.
They've done
coaching cycles for
me to be able to
learn. They let me
fail. And if I fail,
they're there to help
me get up.

Stronger
Teaching

Improved
Instructional
Practice

References to knowing
how to better teach,
increased strategy
awareness, etc.

My teaching
practice has gotten a
lot better. I'm used
to what I'm
supposed to do
now.

Confidence
Level

Increased
Confidence

References to the job
being "easier" as a
result of knowing how
to do things better.

The second year
was a lot easier, I
don't know if easy
is the right word to
describe it, but I just
knew what to
expect.

Interactions with
Mentors

Frequency

How often the teacher
worked
with/communicated
with/benefitted from
interaction/work with a
mentor.

The first year, I
think it was twice a
week she was in my
room

Type of Work

Descriptions of work
on pedagogy/practice,
learning experienced

Help me come up
with literature circle
groups, like how to
structure.
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Professional
Responsibilities

Increased roles
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Teacher description of
additional duties they
took on in year two.

I have a lot more
responsibilities this
year. Not just with
teaching. I'm a
union rep for the
school. I am also on
a behavior
committee. I am a
part of the interview
team.

